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Foreword

THIS IS THE kind of book one expeets from ASCD. it ad-
dresses a serious problem—that of grading—in keeping with the long-term
concerns of curriculum leaders throughout the land. In it, we learn from
psychology, rescarch, case studics, philosophy, good writing, and cnjoy-
able reading,

For years I have believed that problems generated by the formal

grading of leamers will never go away-—regardless of who does the
Zrading or how it is done. But a carcful rcading of this “primer” might
lessen the magnitude of those problems. Here, successful grading alterna-
tives arc presented for use in clementary and sccondary classrooms, and
in universitics. Principals, supervisors, and curriculum Jeaders will fnd in
the models presented much of the help they need to cause and control
change in grading policies and practices.

The book has a startling integrity. Each chapter adds to that
integrity, and vet, stands alone in value to the reader. The common
interests, concerns, and cfforts of those involved i curriculum develop-
ment, supervision, and instruction are n atly woven throughout all four
parts of the book.

The volume is introduced by Sid Simon’s discussion of the “Wad-

 Ja-Get?” syn(lromc-socicty‘s obsession with grades—and where it has led.

Simon also explains each author’s strong identification with the grading
issue, and presents seven major questions that the authors, in this book,

attempt to answer. His overview provides a helpful perspeetive for -

considering all the material to follow.

_ Part I presents the problem, beginning with Art Combs’ “stage-
setting” comments abont the nature of learning and his discussion.of four
criteria for determining procedures in grading. Later in this section,

v
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Vi FOREWORD

Sid Simoty's delighttul wryiting leads us to x'-dlscuw the many mz_,(nmns
methods of cheating that students use in grade-getting—methods that
nnﬂht never have been invented had no grading svstem ever been de-
vised, Enjovable reading with a strong message!

Part I provides a quick review of what research has had to sav on
the subject of grading and presents us with valuable references. The
pros and cons of sexveral alternative grading/cvaluating schemes are also
reviewed. Although most of the research presented confirms the fact
that grdding s, m(l( ed.a problem, much attention is given to tvpical
lnnn.unstlc concerns about that problem.

Five successtul alternative (non-conmon) grading procedures are
presented in Part 1. These case studies range. from a personal report
about procedures i a college classroom, to notes on a computerized

grading svstem. to a faculty-developed evaluation plan. for an entire.

school district.

Methods of changing the grading svsten are prosented in Part TV,
and, with a parting shot. four m\ths of grading are dropped to their
appropriate levels of validity.

[ introduce this hook to its professional audience with cqual por-
tions of prul(- and enthusiasm. The authors and editors are to be com-
mended for their contributions. 1 predict the impact of this hook will he
noted by educational historians because of the difference it will make in
the classrooms, school districts, and colleges of our country.

And, after all=that is what ASCD is all about!

Pt 1., Hosvonn, President 1976-77
Association for Supercision and
Curricnlum Development
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An Overview

NO LEVEL OF education is free from it; no teacher or

student can hide from it. The cry of “Wad-ja-Get?” is all around us,
The “Wad-Ja-Get?” refrain that accompanies the grading system in -
Amcrican education is as pervasive as our questions about higher taxes,
increased  smog, and rising inflation.  Students, from kindergarten
through graduate school, feel the ache of the "Wad-Ju-Get?” syndromc;
most know that it dominates more of their learning than they would ever

. care to admit. Teachers likewise deal with the grading problem, from

the first day they enter a classroom until the moment they file their last
record book and retire. School administrators spend countless hours on
“Wad-Ja-Get?” as well; they grapple with parents—who have already

~ grappled with their children’s teachers—about the “fairness” and “right-

ness” of grades.

_ Wherever teaching and leaming go on, grades are a grim reality
for most people; that much is clear. But beyond the reality is an enor-
mous amount of confusion and arguing about grading, a phenomenon
that—by touching the lives of almost every human being—has an impact
incredibly wide and deep. To ignore the complexity of the grading issue

« s to live in a fantasy world where houses are made of gingerbread, the

stork delivers babies, and failure has no cffeet on = person’s life. «

The essavs that have been collected in this book contain some of
the best and freshest ideas about how we assess student performance
through the phenomenon we call grading, marking, evaluating, and
reporting. - Although this collection is not completcly unbiased, the
contributing authors have made a serious cffort to consider all facets of
the grading issuc. While most of them argue for broad grading reform,

1
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2 AN OVERVIEW

specific changes, or an end to the emotional damage inflicted on many
students in the name of grading and mnrking, none attacks the svstem in
an illogical or polemical wav,

Experiencing the Effects of Grading

The teachers and administrators who share their experiences and
findings in this book have sweated for vears under the time deadlines
and other pressares that grades present. Many have watched teary-
cved students beg and plead for a B-plus to be recorded as an A-minus
in order to escape being “grounded” or barred by their parents from
attending the junior prom. The authors know how such students must
feel when they go home and are met at the door with the ery, "Wad-
Ju-Get?”

Most of the authors have also seen another tvpe of student—the
cold, canny, cratty apple-polisher whe moves sleekly through the class-
room. Clever and carefully commivig. such students will spout Tovnbee-
isms it thev sense their teachers like Tovnbee, then change ground
(without losing a step) should they discover that Buber, not Tovnbee,
is_the actual favorite. Their shifts, like those of the chameleon, are
nﬁrnculous and instantancous. -

Several of the writers have caught a student of theirs cheating and
have been overwhelmed by the agonizing thought that they, -through
grades, might be cutting off that student’s chance at asuccesstul future,
It is disheartening to have seen a student so desperate that his or her
moral system, admirable in every other way, has crumbled under the
pressure to get a good grade. It is even worse to have had students who
choose to jump from dormitory windows rather than face transcripts
that show them to be on the lower end of the bell-shaped curve.

©

Tackling Some of the Questions

Those who think grades are a minor problem just haven't been
looking very hazd at what is happening. Grades impinge upon and shape
more tcnclling-lcnrning situations than most people will ever imagine,
unless they start looking at the problem with the emotional intensity
and deep cencern that the authors of this volume possess.

In this colleetion of essavs, some fine and humanistic minds tackle
many of the hard questions we all wrestle with in education. This is a
practical book that provides the rich background anvone needs who
wishes to tackle the grading issue. It also containg rescarch information
that does what information should do inform our values. Perhaps most

10
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AN OVERVIEW 3

impdrtantly, it includes two vitally nseful sections on alternatives that
work and changing the system. ‘ p

The cffort here has been to cast some light on the following essential
and frequently asked guestions—all of which surround the grading and
marking issuc.

‘1. Without the incentive to get good grades, how can students be
motivated to learn? (Among the contributors who try to answer this

‘question are Commbs, Bailey, Holt, and Simon. )

2. Aren't grades necessary for college admissions? (See the chapter
by Evans on research, as well as the chapter by Bellanca and Kirschen-

‘baum on grading alternatives. )

3. Don't grades at least ensure that students will achieve minimum
competencies? (Read the views of Combs and Evans, plus the narrative

- picce by Kirschenbanm, Simon, and Napier.)

4. Aren't grades the best predictors of later student success? (Actu-
ally, they are quite crude predictors. Sce almost any of the essavs to

dispel this myth,)

;

5. If teachers spend cnongh time and are extremely careful in

assigning grades, can't grading be an aceurate and objective measuse of

student perfornance? (See the separate analvses of Holt, Dowling, and
Simon.)

6. Pcople wre naturally competitive, so what else can teachers do
. - 1Y
exeept give them what they want: grades? (See the comments of Curwin
and DeMarte abont this, as well as those of Hart and Simon.)

7. There aren’t any viable alternatives crades and marks, are
there?  (Review the entire section on alternatives, plus the section on
changing the system.)

Defining Our Purposes

Those who have contributed to this book feel a decp sense of
satisfaction in seeing it come to life. Tt will serve a worthwhile purpose
if it docs nothing more than cause some complacent people to guestion
what has happened to millions of learners and their teachers under the
guise of allegedly “objective” grading und marking.

The major purposc of the book is, however, to show that there are
alternatives to the conventional grading svstem. It is absurd to perpetuate

_any system simply because it exists, as Shirlev, Jackson points out so well

11 \
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in her powerful short storv, "The I,()tt(-r}'."‘ Jackson'’s characters are
villagers who meet onee a vear to pick, by lottery, someone they will stone
to death. They do-not seem to consider the inhumanity of the tradition
they have followed, unguestioningly, for as long as they can remember.
After all, there has ‘alwcays been 2 lottery. Unfortunately, many of us
are like the villagers Jackson deseribes: we defend the grading svstem
beceause it exists, and because we know nothing clse.

The writers who present their ideas in this book have lived too

many vears as learners, teachers, administrators, and/or parents not to

feel more than casually what grades have meant and what grades—as a
torce impinging cither positively or negatively: on onr lives—have caused
us to do and to become. Because we have felt acutely the agony of what
grades have done and can continue to do, awe have a sincere commitment
to scarch for more life-giving alternatives that will bring a greater degree
of sanity to the marking and grading “game™ than now exists.

Over 30 vears ago, rescarchers Starch and Elliott performed “mind-
blowing™ experiments whose results refuted the reliability of grades. In
the past 50-plus vears, millions of students have been svstematically
wounded by the grading and marking svstem. It is time to change that
system, and this book is an urgent call to change. The authors and editors
are proud that the Association for Supervision and Curriculum Develop-
ment has answered the call, and will be making this-book available to
cducational leaders who have the ability to dctermine whether the
existing grading  svstem will be perpetuated, or whether substantial
change will be cffected.

Fifty vears is a long time to stand still. Let's get moving.

Sipney B. Sivox
June 1976

! Shirley Jackson. “The Lottery,™ In: The Lottery: Adcentures of the Dacmon
Lover. New York: Avon Books, 1960.

12
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The Issues: To Grade -0/' To Learn?

"So, what's wrong with grades? | received school grades and | sur-
vived. Why spoil all these kids?"'—a parent

“Life is competitive. Grades teach survival skills."—a teacher
“Grades tell me where | stand."—a student

"Grades are very efficient."—a registrar

THE ISSULS THAT surround grading reform are 'complex
and confusing. Advocates of grades and marks sound like these quotcs,
In addition to arguing for competitive schools, exact cxpcctutiop;,,_efﬂcient

records, and learning by pain, they also argie the importance of grades |

to college entrance, jobs. and the nature of motivation.

On the opposite side are the advocates of reform. Some see grading
reform as a means to improve traditional learning; others sec it as an end
in itself. In l?()th cases reformists argue about improving self-concept
and ending cheating, the negative cffects of competition, the damage
caused by failure, and the other deleterious conscequences of grading,

In this section, the authors cxamine the grading issues from a
humanistic view. None favors the retention of traditional grades beczuse
they all start with the premise that a child’s growth and learning will be
cnriched by support and help: in niost cases, grades are perceived in
these articles as restrictive and punitive.

13
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What We Know About Learning and
Criteria for Practice*

~  Arthur W.Combs

WHATEVER WE DO with the problem of grading will be a
function of the beliefs we hold about the nature of inotivation and learn-
ing. For a long time our educational svstem has been predicating many
of its operations on inadequate interpretations of these concepts. We
have conceived of the problems of motivation and learming using the
S-R construct that most of us cut our teeth on. In this view motivation
is scen as manipulation of the stimulus by an outsider, and leaming is
seen as change in behavior usually accomplished by manipulating the
stimulus and/or controlling the response through management techniques.
Education has lived in the grip of these conceptions for years. Currently
we are beginning to understand the problems of motivation and learning
in a different wav. A ‘

As a consequence of humanistic approaches to psvehological

thought. we are beginning to understaind the problem of learning in
more holistic terms as a problem in the discovery of personal meaning.
The basie problem can be stated simply as follows: Any information will
have an effect upon the behavior of an individual only to the degree

that he or she has discovered the personal meaning of that information
_for himself or herself. ‘

This principle has vast implications for all aspeets of cducation. It
means that learning happens inside people; it is a subjective experience.
The behavior we observe is only a symptom of that which is going on
within the individual. An educational -system exclusively preoccupied

® The above article is adapted from a speech made by the author at the First

National Conference on Grading Alternatives, Cleveland, Ohio, October, 1972,
4 |

6
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with behavior and behavioral change s a svstem dealing only with
svimptoms, and is likely to be no more effective than the doctor who
onlv treats svinptoms without cver dealing with their causes.

Tt is neeessary to imderstand that all learning is affective and that
affect must be understood i terms of relevance. Fecling or affect
increases in direct proportion to the individual's pereeption of the
importance of any particular event to the self. Concepts which are not
seen as hu\'ing a bearing on self can be dealt with objectively, without
fecling, Events having to do with one’s basic self, however, are another
matter; they are met with feeling.  Education must be affective or there .
will be none at all. : '

It learning is understood as the personal discovery of meaning,
then motivation becomes an internal matter having to do with people’s
beliefs, attitudes, feelings, values, hopes. desires, and the like. Whatever
happens in the classroom must be understood in these teris:

The dvnamics of what goes on in the classroom can onlv be ade-
quately comprehended in terms of both the teacher's purposes, what he
or she is trving to do on the one hand, and the child’s perceptions of what
seems to be ocemrring on the other. How the activities of the classroom
look to an outside obscrver of the process is likcly to be very largely
irvelevant and can actually lead to totally wrong conclusions about what
is going on there. What happens is a function of the perceptions of
teachers and students. .

This new conception of learning cemphasizes the absolutely crucial
character of the student’s sc-lt'-C()llg-(-I)t. We now understand that an indi-
vidual's self-concept determines his or her behavior in almost evervthing -
that person does. It also affects intelligence, for people who believe
thev are able will trv. while those who believe thev are unable will not.
Self-coneept also plays a highly important role in the goals of self-
actualization and in the extent to which an individual is likelv to achiceve
a high degree of health and effectiveness. The self-concept, however, is

learned from the feedback we get from the people who surround us in

the processes of our growing up and living, Positive views of self are
characteristic of healthy individnals while negative views of self are
characterigtic of the sick and the nenrotic. Thus. self-actnalization
becomes a problem in the fulfillment or deprivation of self. and cffective
learning—as a problem in self-discoverv—must somchow lead to positive
views of self. : ‘
If learning is a problen: iu personal discovery its achicvement is
brought about through effective problem solving. This mcans that class-
rooms must challenge students without threatening them. When people
feel threatened they are turned off. Threat has the effect of narrowing

15
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pereeption and f()r‘ci]q,r seli-defense, neither of which is conducive to the
goals of edneation, ‘Clallenge, on the other hand., encourages and facili-
tates the processes of leaming. People feel challenged when they: are
confronted witl problems that interest them and that they believe they
have a chance of mastering. Alternatively. people feel threatened when
they are confronted with problems they do not feel adeguate to handle.
Whether persons feel challenged or threatened by whatever goes on in
the classroom, however, is not a fimetion of how it scems to ontsiders
but of how it scems to participants.

Whatever is done in the name of education mnst deal with four
criteria and the problem of grading is no exception:

L Are the objectives sought by whatecer is done the truly impor-
tant ones? At the present time we are going all out for hehavioral
objectives and accommtability: the net result of all this is that frequently
we are letting our objectives be determined by default. We measure
what we know how to measure rather than what we need to measure and.
as aconsequence, onr objectives frequently deal only with the simplest,,
most primitive aspeets of the problem. The real sickness of American
cducation today is its irrelevance and dehumanization, We cannot afford
to concentrate our evaluative devices upon less than the most impnrt;mt
aspects of education. After all. we can get along hetter with a bad reader
i our society than with a l)ignt. It is important to recognize that svstems
uppronchcs are a means to guarantee arrival at our ol)jcctives. Applied
to the wrong objectives they will only guarantee that our errors are
colossal!

2. Is the device used the best way of echieving the objectives we
have decided ipon? Here we must ask whether the techniques we are
using to achieve the objectives we have determined will truly measure
the goals we seck. We know that intelligence is correlated with foot
size, but few of us would utilize the size of a person’s foot as anr adequate
measure of intelligence. The importance of the adequacy of the sample
is a fundamental principle in rescarch. Tt ought not be overlooked in
determining the objectives of education. N a

3. What is the effect on the teacher? Such effects on the user are
often ignm'(-(]' in the introduction of teclmiques to the cducation- process.
Nevertheless, effeets are inevitable and whatever we do in the ‘\\'il‘\‘ of
assessment of  human beings necessarilv controls  attention, foc\-ugcs
behavior, and  determines the goals that teachers seek. These effeets
must certainly be considered in whatever we do in applving any method

of assessimoent.
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WHAT WE KNOW ABOUT LEARNING 9

4. Finally. the effects on the student must be considered in what-

~ever we do in assessing classroom operations. This means we mnst also

be concerned about side effects. Members of the medical profession are
very carcful to check out the side effects of any new drug they introduce
but, in education. we often ignore side cffeets. It is neeessars to remen-
ber that the student brings his self-concept to class with him and that
whatever happens in the dessroom s affecting his sclf-conccpt as well
as the coneepts he acquires with respect to a body of kn()wlcdgv. These
cffeets on the sclf-concept cannot be ignored because they are incon-
venient to the leaming process. The laws of 1 arning cannot be set aside;
they must be dealt with lest we 1cie on the bananas what we made nn
the oranges.”

It learning and motivation are to be seen in the -humanistic wivs
in which we now begin to understand them. then all of us must actively
checek oursclves and our classroom procedures, including the problems of
arading and assessmen’. We must search out the barriers to personal
discovery wherever thev exist and remove them from the puath of the
student. At the swone time, all of us must learn to value i)l'()])](?lll solving
and personal dizcoveny i the light of our new conceptions of learning,
We should activeiy scek to stimulate ard encourage student involvement,

‘commitment. and pcrsonul discovery in every v Ay owe can, i whatever

arcas of Luman growth for which we are responsible.
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An Experience with Failure

o

Donald D. Holt

>

RECENTLY I TAUGHT a foundations course in education
at Pordand State University. T began to notice that the subject under
discussion—the concept of failure and its effects on students—was not
having the impact that 1 had hoped it would. The books we were
reading (The Professional Education of Teachers! aud In Defense of
Youth 2) had stimulated some discussion, but what ould not be com-
municated were the feelings that 1 think accompa.i; fri.are—the . emo-
tional impact that. failure has on so many students.

My own thinking and experience have led me to believe that too
few teachers have given uitention to the effects of failing their students.
Teachers, by the very requirements of their profession, are ‘men and
women who have had very few, if any, unsuccessful expetiences in
schools. Conséquently, the diminution of self that often accompanies
failure, and the expanding repercussions of failure on all dimensions of )
a student’s life are feclings and consequences quite foreign to most
teachers. .

As a result of the class discussion about failure, I decided to engineer
a small negative experience for my students. I hoped it would produce

1 Arthur W.*Combs. The Professional Education of Teachers. Boston, Massa-
chusetts: Allyn and Bacon, Inc., 1974. N

% Earl C. Kelley. In Defense of Youth. Englewood Clifls, New Jersey: Pren-
tice-Hall, Inc., 1962.

10
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AN EXPERIENCE WITH FAILURE 11

in them the complete awareness I view as a necessary condition for
leaming. (I call what took place an “experience™ only because 1 can
think of no other tenn to deseribe it.) .

My purpose in creating an atmosphere of failure was to show my
students, by object lesson, that if real learning is to occur, one critical
clement must be present: personal meaning. Ultimatelv, it is personal
meaning—the significance of information to an -individual—that allows
“the facts” he or she learns to take on dimensions. far bevond those of
most traditional classroom experiences. ‘

In order to make the learning experience as meaningful as pos-
sible, T had to establish the criteria 1 feel are usnally present when a
student fails.  Since there is  seldom any  valuable communication
between “teacher” and student during a failure experience, 1 held no
office hours during which students could talk with me. I also reduced
the classroom verbal pattemn to lecture onlv. I allowed no one to interrupt
me during a lecture and I timed each lecture to run exactly 40 minutes.

There is also, I feel, an excessive emphasis on measurement during
a failure experience since the quality and quantity of what is learned
is determined by testing students. From this, teachers determine whether
students have met course standards. In a failure experience they don't,
and the teachers can prove it! So I gave my classes a ten-minute test
cach day at the beginning of the period on the reading matter for the
week. The tests, of course, were very challenging, as was the curve 1
established prior to cach test.

During a failnre experience vou will also find that a teacher rerinds
stndents they are doing poorly by writing negative comments on paper
(in red pencil) and by holding the cireled red Fs over their heads as a
measure of their ineptness. Naturally, I did both.

I had originally planned that the experience would last for one
week: it uever got that far, By Thursday, my twelve o'clock section
revolted,  Thev were led by a bright, articulate voung woman who
refused to continue in an enviromuent in which she was "nothing more
than a test, w grade, and a listener.” She refused to take the Thursdav
moruing examination and rose in anger te ask her classmates if they
wished to continue in the class. Those who did not, she enconraged to
joinher inan assault on the Dean's office to sec if they conld get me fired,
lvnched, or both, At this point I stopped the experience for the twelve
o'clock section. : : ‘

My other two classes were loss overtly rebellious by Thursday,
but they had become unbearable to live with, They responded with
disdain to the tests, whispered to their neighbors, leoked out the windows
while T lectured, or read some important material for their next classes.
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Some just cut the class or came very close to it. ("I considered being a
class dropout on Thursday. : . ." "1 considered not even coming to
class.”) Some, of course, were there only in body. (“T just couldn’t sit
still—kept counting the minutes.” 1 t]lmmllt of skipping some classes
and even though I w ent, 1 found myself not listening. . . ") How often

Ao teachers see their students acting the same we av. but lcfusc to consider

that their teaching practices may e umtnl)utm" to these actions and
feelings? .

ln u)llwrc a stndent can leave the cold, indifferent instructor, who
appears to regard him or her as something less than a hunman being, and
seek out one who does not. Elementary: and secondary students often
are trapped by regulations that wili not allow class ch.mgcs once the
school vear has ])cgnn This combination of entrapment and insensitivity
can dcxtm\ in children any hope of nuking school a place where th_\'

¢ be sneeesstul.

There are, of course. those few brave souls who will complain to
their parents or counselors, or even escape from it all by dropping out.
But most, rather than appear different or guestionable, seek solace in
their classmates—scarching for those with similar feclings for or reactions
to teachers who, they are canvineed, do not care for them. \Lm\ of my
students did the same thing. ("1 was more comfortable knowmg I was
not alone.” “If T hadn't hecome aware that others were doing as poorly
as 1. then the effeets wonld have been more potent.™)

Anather d.uu.lunu effect of the failure experience was the dis-
couragement it produced in many students. (*I felt that maybe I was
too (lmnl) to even ey to stay in school.” T quit carrving too many
courses.”) It was a]armmg to sce how shaky the self-confidence became in
my elass of intelligent, prospective te achers. Tf it takes only this to
damage snceesstnl hl"'h school graduates (71 felt dumb.”), what must
h.lppl n to voung minds when they first meet this kind of experience?
Are they ever really the same agaiin?

Failiic can also build in students strong resentment toward what
threatens them. Their vision will narrow and in many cases it will be
the teacher against whom students harbor the greatest fcchngs of distrust
and anger. ("1 didn’t know whether t() poke vou in the nose, uit school
and go hack to my old job, or what.,” . .. disliked vou intensely.”) If
the failure experience is repeated enough, such fcclmg:s can extend to an
entire educational institution.  This is sa often the case with failing
students or droponts: their disappointment in themselves and the school
is so great that they can only think of flecing from or destroving the causes
of their discomfort. Many of the students in my classes began to exhibit
the first twinges of this destructive force. On lxld.l), at the conclusion
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of the experience their relief was so apparent. it was as if they had been
freed to return to that which was again normal and rewarding.

Most of the cirenmstances T created were overdone to the point
of distertion. To be more significant, a failure experience shonld be
generated over a nneh longer period of time, with greater subtiety and
d(-(-(-pti()n. .\I)' uttcmpts were at least consciouns: 1 wanted my students
to experience failure, The trug(-d.\'/ is that all too often teachers do not
want failire to be the result of their offort, but they have no control over
what previons failure may ll;l\'(-';llr(‘;l(l)‘ instilled in the child or what

. threats of failure may ultimately do to the student.

I{ the experience deseribed had any value, my hope is that it gave
cach stadent a brief glimpse of what insensitive, subject-centered teaching
can do to those attempting to learn. If these future teachers can remems-
ber the experience long enongh to see that it never happens with their
own students, then perhaps something was accomplished. They will, of
course, by the nature of public education, have to fail some students. If-
they think a bit abont what their stndents will feel, however, they may
try harder to create an environment in which failnre does not have to be
the ontcome.

Some stndents expressed the feclings that 1 hoped they wonld.
("I never realized how powerful the tongue and pen can be and how
damaging . . . to a student”™ I learned a lesson T will never forget—
how it feels to fail.™) Perhaps they realize now that failure can destroy.
If they understand this mach, I-did a bit of teaching,
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Making Classroom Competition Positive:
A Facilitating Model*

Richard L. Curwin and Patrick . DeMarte

MR. BARTON GAVE his class a reading test to detennine
group placement for the remainder of the year. Although the students
did not understand how the tests were to be used, they did learn through
rumor, that the tests were very important and would tell Mr. Barton
how smart they were. Many students tried to read answers from their
neighbors’ papers.

Ms. Lyons runs an open classroom. She allows students to select
social studies objectives and learning activities from a source bank. The
students are required to do only what they choose at the beginning of
each week. Ms. Lyons has placed a chart at the front of the room listing
every, student’s name along with the objectives selected and achieved on
a day-to-day basis. The five students who have completed the most
objectives at the end of every week reccive special privileges.

Competitive activities like these are commonplace in classrooms
across the country. Close examination of similar instances might reveal
cheating, compromised values, and threats to self-concept.

Contemporary educators are taking a long, hard look.-at the com-
petitiveness of learning and are coming up with two contradictory sets
of conclusions. Proponents of competition in education extol its virtue:

° The above article first appeared under the title, “Competition Can Be

Pusitive,” in Scholastic Teacher, Teachers Edition, April 10, 1975. It is reprinted
with permission from Scholastic Teacher, © 1975 by Scholastic Muagazines, Inc.
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training tor the cutthroat, real-life world waiting in the wings, Opponents
claim that all competition is harmful and must be eliminated from the
school environment if the child is to survive psychologically.,

It is wnfortunate that the issue of competition is considered in
“cither/or”™ terms, because such a restrictive view provides an inaccurate
picture of how competition works, and worse, sich a view leaves the
teacher confused, and without realistie, viable options for evervday class-
room situations.  Few classrooms are void of competition, just as few
classrooms have no cooperation.

There is a third alternative for understanding competition wnd how
it relates to learning. Tt is a model that can be r 'adil.\"'upplic(l to real
lassroom  situations so that teachers can fll('i]it:lt‘(; learning through
healthy: competitions that do not destrov self-copeepts or encourage “me
first™ attitudes. The model contains three independent factors common to
all competition: conditions of entry; emphasis: and control. These factors

——are-used to detine competitive sitnations so that the effects of any cont-
petition may be determined. These three factors, as well as competition
as a whole, are viewed in this model as a continumm and not exclusively
in “citherfor™ terms.,

»

Conditions of Entry

Is participation in the competition voluntary or ix]\'olxllltzlr)'? Volun-
tary participation mcans that participants have a free choice in the deci-
sion to compete. Use of overt aid subtle pressures to influence a person’s
decision to purtukc in the competition is not ucccptnl)lc. Some classroom
examples are:

~ o Students mayv choose instructional gronps on the basis of interest
rather than be placéd in predetermined ability groups in which a norm
of hehavior is expected:

e Students mav choose from a wide variety of learning activitics:

® No student is ever pressured to participate in a particular class-
raou activitv. The student’s right to pass is accepted withont question.

Involuntary entry, on the other hand. includes those situations in
which, knmvingl;’ or zmknm\'ingl)'. a person s foreed or cocreed to par-
ticipate. Some examples are: "

o All students take the same exam at the same timv\:\

e livervone must participate in the samce cvents or astivities:

A A

o Students are grouped by ability for instructional purposcs.

The more freedom a student has in choosing to compete. the more
likelv the competition will be in his or her best interest. Fach student

}
[ 1
23 |

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

16 varv 1/ ThE 1sSUES

is the best judge of whether to enter a competition. The removal of the
threat or coercion to compete hv]ps students choose the competitions
that have personal meaning for them,

Emphasis

Is the competition primarily geared toward means or ends? Means-
centered situations are characterized by an emphasis on the process
mvolved in the competition; \\'innin:,r or ]nsing is not as important as the
learning that ocears. Means-centered cmhpvtiti()n is further (-.\'mnpliﬁvd
hy the existence of internal rewards. sueh as learning for learning’s sake,
plaving for the enjrvment of the game, striving to increase ability or
achieve a personal goal. Some classroom examples are:

e No external rewards or punishments are granted for academic
cffort (excludes using letter and numerical grades, passing out test papers
according to marks carned, and failing students )

* Noncomparative feedback is provided for all student work;

e Students are allowed to progress at their own rates.

Ends-centered competition is characterized by emphasis on results
in terms. of winuing or losing, with rewards onlv for those who win;
]95(-1"5 are considered failures. In ends-centered competition, rewards are
classificd as external, whereas, in means-centered competition rewards
are primarily internal. Iixamples of ends-centered competition are:

o Report cards are sent home with letter or numerical grades;

o Achicvement charts are displaved in the classroom;

* Praise and criticism are used to cocrce students into achieving
teacher-determined outcomes,

Ends-centered competition iy Custl.\' to winners and losers alike,
Advocates of competition claim that it can result in pride, teamwork,
sacrifice—all  fundamental  skills necessary for suceess; aspiration for
greater achievement levels; and the ability to face defeat with a healthy
attitude. By placing stress on the ends, however, we destroyv the potential
of all these benefits and create a elimate which encourages cheating,
cutting corners. and general distrust. The result s unhealthy attitudes
which actially hinder learning and the personal growth of our students.

Control
Is the responsibility for enforcing rules of the competition the role

of an external or internal agent? Situations involving internal respon-
sibility require that the participating individuals have decision-making
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. responsibility and ‘that thev use it with objeetivity and faimess. Some

classroom examples arc:

e Students z\\)nd teacher share the responsibility for cvaluating work;

e In classroom games, cach plaver is responsible for maintaining
the rules.

To be cffective, an external judgment system demands that those
persons with (lccision-nmking responsibility must be objective and must
possess the knowledge and skills to make fair judgments. Some exam-
ples arc: :

e Only the teacher's criteria are used in cvaluating student work
(for example, the teacher gives an exam, grades it, and returns it);

e The responsibility for preventing and policing cheating is exclu-
sively the teacher's;

* In classroom games, the teacher always states and enforces the
rules. ' )

Delegating responsibility to others for enforcing rules (through an
external judgment system) promotes moral irresponsibility, especially in
learning situations. Students adopt the attitnde; “It's okav to do some-
thing wrong as lorig as T don't get caught.” Thev need a chance to
develop moral integrity, and the first step is accepting the responsibility
for enforcing the rules that apply to their own behavior. (See Table 1.)

Conditions of Entry
Voluntary ! Involuntary
MEANS— v T T
Internal |
2 | MEANS— | VME | IME
89S | Exteraal ;
ﬁ [ - S
E"8 | ENDS— VEI ; EI
Q
w Internal :
CENDS— | vee T TEE
External :

* VMI is an ubbreviation which represents a competitive situation
where participation is voluntary, means are emphasized, and control
1s internal. All other characterizations follow this pattern.

Table 1.: Operational Definitions of
Competitive Situatjons
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We find that competitive situations characterized by Voluntary
Entry, Means Emphasis, and Internal Control (VMI) are in the hest
interests of students, particularly as such situations relate to self-coneept.
VNI situatics are nonthreatening and help students to reach their full
potential. (20 i other hand, competitive situations characterized by -
Invohmtary Eacev, Ends Emphasis, and External Control (IEE) arc
tvpically detrimental to students. Both VMI and 1EE are extreme con-
ditions: most competition lies somewhere between the two. However,
the closer the situation to the condition VMIL the better the competition
is for the students. :

The classroom, as the basic unit for education in our socicty, pro-
vides numerous sources of competition, many subtle and difficult for
the average teacher to deteci. Fotewiial soncces of competition in the
classroom include the obvious exaaples of tracking; carning spcci;;l]
privileges and  respousibilities (being a corridor marshal or doing
errands); attaining social, academic, or ](-:ldcrship status; ;whic\'ing popu-
l;\n'ty (with students and teacher); nintaining the teacher's attention:
and gaining recognition through sports and  educational games.  The
clearest and most prominent arca of competition in the classroom is
grading. _

Comparative grading is clc;u‘lﬁ' an example of IEE competition since
students have no choice of how or if they are to be graded. Also, grades,
by their very natnre, stress ends not means. Grades encourage stundents
to concentrate on rewards (or punishments) rather than on leamning,
The responsibility of enforeing the grading svstem rests solely with the
teacher. The pressure put on students to succeed causes cheating, drop-
ping out (physically, as well as intcllectually and cmotionally ), .ad
undne stress tor students and teachers alike.

Many svstems of assessing stundent progress are available. Those
in which at least one of the VMI eriteria applies could have positive
cffeets on_ students’ self-concepts and their attitudes toward school.

The teacher can change a competitive classroom situation into a
VI sitnation. The first step is to identify different arcas of competition
that exist in individual classrooms, The previously snggested. list rep-
resents possible sonrces of competition, vet cach classroom has its own
unique characteristies, IBach teacher must draw up « specific list for
his or her own situation. The teacher can then apply the eriteria to cach
competition discerned. determine its natnre, and assess its relative cffcets
ou the students involved. With the help of students and colleagues
(including administrators )« teacher can then determine wavs to derive
maxinm benefits from the competitions. .

It is prodominau’ltl_\' up to the teacher to ensure that competitions

-
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are positive expetiences for students. By choosing competitive structures
that are characterized by VMI, and by working with students so that
they can recognize and choose VMI sitnations themscelves, the teacher
can, in cffect, reap many of the rewards of competition while avoiding
most of the pitfalls, '
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Who Ever Cheats To Leafn? "

Sidney B. Simon

THE BIG THING about cheating that we all should remem-
ber is that no one—man, woman, or child—ever cheats to learn. Cheating
gains us neither information, nor knowledge, nor least of all, wisdom.

Still, students, through the ages, have cheated. They have cheated
to avoid punishment, cheated to maintain-academic standing, cheated to
“up thcmselves” on the cstablishmcnt's staircase, and cheatéd to gain
status.

Chcatmg is a du'cct outcome of an overly competitive grading and
marking system. The more pressure genemted in a given classroom or
school system, the more abundant the cheating will be. With the removal
of grades and marks, cheating disappears and students begin to help one
another learn what they have to learn. Cheating .is always abundant
when rewards are in short supply. A classroom in which cheating
flourishes is like a family without enough love to go around. A child in
such a family will get another in trouble to gain love by default. Trouble
is a strange way to buy love; cheating is an even stranger way to gain
rewards. '

Cheaters become more and more creative in their desperate scramble
to reach a higher rung on the ladder of success. A catalog of cheating
methods could go on endlessly. Consider these favorites:

Cheating on True and False: Anvone who has been a student must
be familiar with methods of cheating on true and false questions. (Is
there an implication that teachers were never students if they don’t know
them?) In most student worlds, there is a basic way to pass back and °
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forth the true-false answer. Two fingers up on the right hand, three up
on the 1éft = question. =23, The cooperative answer (Who ever said
pressure was the antithesis of cooperation?) is flashed back with a one-
finger-on-the-nose. Jot down true, If vou get two-fingers-pn-the-nose, the
answer to good old 223 iy false. A finger up the nose signals that vou
should rely on sclf-help because this test s graded on a curve and the
name of the game is sur\'i\'ul-uf-t]1(--1(-;1st-hc]pfu].~ :

Cheating on a Multiple Choice Question: This is a more sophisti-
cated version of fingers-on-the-nose. Given the fact, that there are usually
four choices on a multiple choice question, vou could probably go with
one-, two-, three-, or four-fingers-on-the-nose.  But too many fingers
crowd the nose, so cultured cheaters have devised the “foot position” to
handle multiple choices. Use vour lett foot for A and B choices, and vour
right foot for C and D. Point vour left foot to the far loft for choice A
and to the far right for choice B. Use the same subtle twists with vour
right foot for choices C or D. Tactful. ves. And very successful,

The Crib<Sheet: Memiorizing information is a proverbial “drag”
for students. But teachers love to e drags. Thus students must learn
creativity by devising erily sheets to avoid nmcruorizing the tons of infor-
mation which thev and the teachers know will never he used again. (For
example, name the four Stuart kings or give the formula for measuring
a flagpole’s height at 10 AM.. 10 degrecs north of the cquator, assuming
vow are living in Maine, on June 10, 1010 B.C.)

The sixxlpl(-st method T have heard deseribed is to tape 4”7 x 67 crib
cards to the legs. Another involves answers painfally sketched on finger-

~nails or inked on Necco wafers. (What proctor would deny a student

sustenance in the midst of final exam week!) The most ereative crib 1

. have scen is a watch device. The student had rigged his wrist watch with

a roll of rice paper aptly inscribed with all the chemistry formulas he
needed.  Fiddle  with the wvatch and the seroll of answers nnfurly
undetected. '

But the most ingenious story of all tells about the voung man who
uppcur.od at his final exam with his head-swathed in l)undug(-._s'. Only two
beady eves showed. He told his professor how much the course meant—
how he dragged himself from his hospital bed just for the exam. The
professor was so touched. he failed to realize that inside the bandage
was a transistorized radio ready to rclav. When stumped with a question,
the student would mumble outloud; “Oh. wifv can’t T remember those
darn seven products of Argentina?™ Lo and behold, over the two-way
radio came the voice of a loval fraternity brother: “Wool, leather . . .”
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As absurd as these instances seem, there are nuny other c\'ump]cs
cach of as could share. There is no record of how many times the same
term papers are ttmed in to the same departments, or even to the same
professors. No tally exists of the dollars paid to ghost writers for papers
short ard long. and even for doctoral dissertations. No matter how
relentless professors and teachers are in the never ceasing battle against
plagiarism, term papers are glued together with other people’s words.
Where grades mean medical school, the bar, professional life or death,
the stakes are too high for honesty and learning. From bibliugraphies of
unrcad hooks {o copied Spanish homework. cheating means survival,

When will teachers discover that without a grading svstem, there

" is no cheating? We all recognize that, without grades, certain teachers

wonld leave the cassroom, certain snbjects would disappear from cur-
ricula, and useless memorization would dic a natural death. Al would
o, as they should, into the valley of the forgotten.

Unfortunately, until the college-entrance-grad-school-hysteria takes
on a semblance of reason. the grading rat race. the “paper chase” will
continue. Students molded by grade point average (GPA). rank in
class (RIC). and other destructive svinbols will set ethies aside and cheat
their way into the golden mean.



Grading and Young‘ Children

Sandra F olzer Napier

DO YOU CONSIDER vourself fairly smart or not? And
when did you first perceive yourself in this way? Chances are good that
your vital self-concept germinated early in your school career. Possibly
it was at the onset of your tortuoys grading history. It is likely that some
innocent teacher was simply performing his or her duty by giving you
a grade of some sort. He or she did not intend to assign you to lifelong
membership in the smart, the dumb, or the just plain-old-average group.
But there you arc, twenty years later: _

Even if you've graduated to a higher status grbup, cven if you now
belicve you're fairly intelligent, do some doubts still creep in? You could

have become just a hard worker; undemneath, you still may be the”

mediocre student someone once said you were. How dificult it is to free
oneself from those carly images. If youre one of the more fortunate
achievers, you sce vourself positively, and yvou may not understand what
all the fuss is about. How would you fecl—can you attempt to-imagine—
what it would be like if you were called “dumb”® The word might be a
tag you would try to shed throughout your lifetime, or a condemnation
you might come to accept. You might. After all, “they” know more than
you do. Thosc teachers are the experts.

Others Contribute to Self-Concept

Certainly there is much more to a person’s self-concept than level

of intelligence. Concerns about social and physical attractiveness, skills,
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. preferences, pereeptions: All of these and more contribute to th ¢ images

and ideas we have of ourselves. We form conposite pictures of our-
selves—amassed from the experiences surrounding us at home, in play-
grounds, on neighbors’ porchcs.. as well as in schools. Since more than
50 pereent of a child’s waking hours are spent in school. he or she
cannot be spared the constant exposure to the reactions of others, a
nurror incowhich we all view ourselves, '

-As much as we would like to develop relatively free from the con-
fincs of the pereeptions of others, it is difficult; perhaps it is even impos-
sible. Nearly all persons are affected in some wayv by how others sce .
them, We certainly do not choose this fate; it simply happens. Children
arce no exeeption. They begin life with a clear slate. If left alone in the
wilderness to be raised by wolves, they may never have to question their
intelligenee or their sociability. They may aever lose the naturalness
spoken of by Rousscau. However, soacty evaets a toll for the sceurity
it provides: We are classified, formed. and then fitted to the existing
svstem. Comparison and, too often, competition result. Who we are
sometimes becomes dependent on who others are as well, Someone
alwavs stands to losc.

Impact of Grades '

Understanding the possible injury: grading might inflict on anvone,
but especially a vaulnerable child, the educator might investigate the
differences between grading and evaluation. The latter s definitcly
essential to any educational process; the former is not. Grading implics
a limiting process throngh which the individual s forced into some
artificial category for the sake of officieney.  Evaluation. on the other
hand. implies a discovery, an application of some value to a particular
behavior. Tt suggests a specific assessment, not a long-range classifica-
tion. The words of some very capable fourth graders emphasize the
impact of grades on voung children: '

If I got bad grades, I'd think I was stupid . . . didn’t know anything.

Once I remember going home [with bad -grades] and screaming
and jumping on my hed. I wanted to tell my mom I wanted to stay home.

When you get a bad grade, you feel ashamed, and kinda sad.

When grades are good, you usually keep them good. If they're bad,
then you usually keep them had, and mayhe worse.

These words suggest the great emotional involvement children,
cven very voung children. can have in their grades. What is dangerous
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, about this process is the assutnption that children make about their own

role in their education. Grades create the illusion that each individual
alone is responsible for his or her accomplishments. If one works hard
cnough, listens in class, and does what he or she is told to do, then good
grades will follow., _

There is vet a subtler assumption that is cvident herer Everyone
has the same capabilities. Children are born with the same skills and
itelligence, so that when leaming is not effective or integrated, it is
the child's own fault. Teachers, school, family, and encironment are
only ceiCysts. Evervone knows this is far from the truth, Children are
different, often very different. What s helpful for one may not be
helpful for another. Conscquently, T am proposing that the ri-sp()nsi])ilit_\'
for a child’s accomplishments be shared among teachers, school. family;
environment, and other influences related to education,

Sharing the Educational Burdan

Socicety needs to take the burden of total responsibility for leaming
from the child. We need to share that burden. In order to demonstrate
that belicf, we -should evaluate all the participants in the educational
process from the child's perspective. Tt is not enough that cities and
townships evaluate local schools or that principals assess their teaching
staffs. The ¢hild has no part in that process; (uite likely, she or he is not
even aware that it is occurring, What is important is that the child some-
times be given the role of evaluator. Then, he or she may come to under-
stand how a multiplicity of forces impinges on educational outcomes,
Schools build their reputations by the quality of students they produce;
they should also share the guilt when someone fails. ]

The student’s evaluation of the teacher or the school in no way
rehieves the student of his or her own responsibility.  This proposal is
not intended to create scapegoats. It only suggests that children should
not be given total educational responsibility, a situation that often results
when students helieve they are the only ones being evaluated. When the
child has the opportunity to evaluate others, responsibility: scems to be
shared, although the student still maintains the major accountability for
learning.

When the child becomes the evaluator, certain other advantages niay
result. For example. the child may learn to bhecome a better observer.
In cquestioning his or her teacher's beiavior, he or she must hecome aware
of what is usceful and what is not. In questioning a fellow student, the
child must know what is acceptable and what is not. He or she must
think about what is happening and not accept it blindlv. Thus, being the
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evaluator allows the child to develop a totally different perspective. The
new role may allow children to learm more, and if'n()thing clse; it may
create in them more svmpathy for the difficult role of any cvalnator.

Evaluation by the Child

There are innumerable v-ays in which any child. even one of kinder-
garten age, can become an evaluator, Tt is possible for a child to evaluate
himself or Lerself, one's peers, the teéacher, the school, the community,
and/or the familv. For example, even very voung children could talk
about how thev sce themselves and what they think thev are learning,
For such children, who have not vet learned to write, a tape recorder or
the teacher could receive and play back their ideas, Likewise, without
writing, a voung child could respond to a simple vocal questionnaire by
placing checks nest to pictures in a magazine or a workbook.

Another alternative is for the voung child to draw pictures that
represent one’s familv situation or one's fantasyv of an ideal school. Games
could even be utilized for evaluation purposcs.  Children could act like
someone thev admire at school. :\fﬂ/‘\'b(' éven for an entire dav this role
play could continue, allowing the children to feel what it is like to be
someone clse and to learn that they are capable of the same behavior as
someone they admire. They could talk later about how casy or difficult
it was, and how they felt about it generally. The child would also learn
from such a’situation, since he or she will confront his or her own criteria
for respect.

Another game might be for vonng children to act out some symbols
with their bodics (for cxample, the Ictters of the alphabet, or numbers),
to learn if othérs can guess their identity. The cvaluation following the
game could be informal: Docs being understood by others prove the
snccess of one’s efforts?

Interviewing is another technique that children of any age group
could use to learn more from and about each other. In a small encounter
where cach child could fecl at case, it is possible that important infornia-
tion might be shared, not only among children, but also with the teacher.

Once the child can master writing, many other possibilitics cmerge.
The child can fill out questionnaires cvaluating the teacher, the school,
and other components of the educational milicu. Interviews requiring
note-taking can be conducted in school or outside of it. Students can
read onc another’s papers, offer help, and reccive suggestions. It is
important to remember that nonverbal tvpes of evaluation may also be
uscful with older children. Some older- children may be able to express
themselves more openly and capably in a drawing or a dramatization.
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Choosing New Methods
As onc can see, combinations for evaluation abound. One can alter

the type of evaluation to match the person to be evaluated. Thus, many
kinds of creative evaluations are possible.

Recipient of Evaluation Type of Evaluation
- Self Structured-Unstructured
Peers Verbal-Nonverbal
Teacher Written-Spoken-Acted
School . Done Alone-Done with Othets
Cemmunity For Facts-For Feelings
Family - Etc.

~ Any combination of the above could offer some new ideas. For
example, students could cvaluate themselves by answering a structured
questionnaire, drawing a picture, talking about themselves, asking others
questions about themselves, and responding to the way others react to
questions. ‘ . '
There has purposely been no attempt made to provide detailed
instructions as to how any one of these evaluations might be specifically
carried out. It is preferable that individual teachers formulate their own
ideas to cumplement the unique needs of their classrooms. The sug-
gestions given here are intended to inspire, not inhibit, imaginative
possibilities. Both teachers and students often fail to realize the full
extent of their creative capacities until challenged. Once we reject the
constraining idea that only students are evaluated and that only teachers
do the evaluating, we will realize the magnitude of creative combinations
that can ensue.
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The Arguments:
Researching the Myths,
‘Comparing the Alternatives

THERE ARE MANY myths surrounding grades. And myths
die only slowly. In this section, the research about grades is discussed.
Wheare did grades originate? How zire,they used? What are the good
and bad effects of grades? In addition, this section provides a charted
‘overview of the pro and con arguments about grades and the alternatives
to grading systems. :
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What Research Says About Grading®

Francis B. Evans

THIS REVIEW OF the research on grading is selective rather
than inclusive, and is intended to highlight points or. directions the .
author deems important. Empirical research has been included wherever
possible, and few philosophical or polemical sources have been cited.
For the purposes of this review, marks and grades arc defined as
single, summary symbols indicating achievemnent in some substantial
segment of a student’s educational cnterprisc (such' as a -course or a
subject), given by the instructor for the purposes of record and report.
The most common symbols emploved at both the clementary and
secondary levels are letter grades (A, B, C, D, and F).

Use of Grades Is Extensive

Estimates of the extent of letter grading in the public schools vary,
but there is no question that grades arc used in the majoritv of Amcrican
schools. According to a National Education Association (NEA) survey,
reported in 4 1974 rescarch summary,' letter grades were being used in
82 percent of the junior high schools and 84 pereent of the senior high

® An ecarlier version of this article was prepared for an ad hoc committce
examining marking and grading practices at the University of Wisconsin at Green
Bay-in 1972, while the author was chairperson of the committee. In organizing this
overview, the author has relied heavily on an annotated bibliography included in:
Howard Kirschenbaum, Sidney B. Simon, and Rodney W. Napier. Wad-Ja-Get? The
Grading Game in American Education. New York: Hart Publishing Company, Inc.,
1971. -

! National Education Association. What Research Says to the Teacher: Evalua-
tion and Reporting of Student Achiecement. Washington, D.C.: the Association,
1974. Available from Educational Resonrces Information Center, U.S. Office of
Education: ED 099 405. '

°
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schools sampled i 1971, Somewhat lower estimates were obtained for
the number of schools using letter grades only. .

In 1973, a five pereent sumple of school admihistrators—selected
proportionally from both clementary and secondary school levels—was
surveyed nationwide on the subject of grading.  Fiftv-nine percent of
the respondents indicated that their districts did not use an evaluation
system for students other than traditional report cards with letter grades
or point averages?  Fortv-one pereent of the administrators indicated
that their districts did emplov other reporting systems: one-half of these
districts used written evaluations by teachers and one-fourth used pass/
fail evaluations.

A 1972 longitudinal study of grading practices at the high school
level revealed that lotter grades only were - then being used b,\'v the
majority (68 pereent) of schools, and that reporting methods had re-
mained nearly the same for at least a decade.

In 1971, Oliver + reported that the vast majority of colleges were
using letter grades. but noted that the majority were also using some
form of non-traditional marking in their record keeping svstems.

Dissatisfaction with Letter Grades

Neither teachers nor administrators are entirely satisfied with letter
grades. The results of a teacher opinion poll, reported bv NEA in 19715
showed that the majority (52 pereent) of both clementary and secondary
tedchers questioned were of the apinion that parent-teacher conferences
are the best method of reporting pupil progress at the clementary level:
only 16 pereent believed letter grades to be the hest reporting method
for that level. For sccondary level students, the opinions were more
divided. The largest proportion (33 pereent) of clementary and sec-
ondary teachers polled thought that letter grades are *he best reporting
mcthod, but both teacher-parent conferences and pass/fail marks were

¥ Nation’s Schools. “Schoolmen Don't Like'em But ABC Crades Linger On:
School Administrators Opinion Poll.” Nation’s Schools 91: 52; March 1973,

3 B. M. Pinchak and H. M. Breland. “Grading Practices in American High
Schools: National Léongitudinal Study of the High School Class of 1972." Education
Digest 39: 21-23; March 1974, .

*F. E. Oliver. The AACRAO Survey of Crading Policies in Member Institu-
tions. Washington, D.C.: American Association of Collegiate Registrars and Admis-
sions Officers, 1971. Cited in: David Otto. Pass-Fail Gruding Systems: A Literature
Review. Edmonton, Alberta, Canada: University of Alberta, Office of Institutional
Research and Planning, September 1973, p. 3L

% National Education Association. “Reporting Pupil Progress to Parents.”
National Education Association Research Bulletin 49: 81-82; October 1971.

| 33 o

,//



O

ERIC

Aruitoxt provided by Eic:

32 PART U1 / THE ARGUMENTS

also favored, respectively, by 17 and 16 pereent of those polled. The
survey of elementary and secondauy level school administrators mentioned
carlier reported that 57 percent of the administrators responding were
not satisfied with the grading svstem used in their districts.

There is evidence suggesting that students are socialized to accept
grades at the clementary level, but that by the time they reach the high
school level, they would prefer a xhnrking svstem that would enable them
to sce themselves as distinet individuals. Chansky and Shaw ¢ studied the
preferences of equal-sized smnpl(-s of students from the seventh, ninth,
and twelfth grades of a Pennsylvania school svstem and found that the
designations Honor/Good/ Fair/Poor were rated highest when student
responses were averaged across grade levels. Next in preference were
contract grading and the designations Coo(l[Sutisfactor_\'/Unsutisfnctor_\'.
The researchers, finding that students at the higher grade levels pre-
ferred letter grades less than those at the lower levels, interpreted their
data as suggesting that vounger students aceept, and approve of the
available svstem. but older students prefer systems that enable them to
sce themiselves as individuals.

Historical Perspective

A survey by Kirschenbaum, Simon, and Napier T ot the history of
grading and marking indicated that marking is a verv recent cducational
phenomienon that developed in the last quarter of the nincteenth century.

Since the inception of grading. teachers have alternated between
using scales with manv gradations (such as 10-point and 100-point scales )
and using two or three broad. evaluative categorics (such as Outstanding,
Average, and Needs Improvement ). Shifts to different marking svstems
were reflections of changes in the prevailing educational philosophy
over time. .

Grading has long been the center of ca storm of controversy, magni-
ficd by the carly landmark rescarch of Starch and Elliott,* which demon-
strated the unreliability of teacher marks,

SN. M. Chansky and M. Shaw. “Development of Grading Preferences in
High School Students.” Education 93: 336-38; April 1973,

7 Howard Kirschenbaum, Sidnev B. Simon, and Rodney W, Napier. Wad-Ja-
Get? The Grading Gare.in American Education. New York: Hart Publishing Com-
pany, Inc., 1971.

*D. Starch and E. Elliott. “Reliability of the Grading of High School Work
in English.”™ School Review 20: 442-57; 1912 idem, “Reliability of Grading Work in
Mathematics.” School Review 21: 254-95; 1913, and “Reliabilitv of Grading Work
in History.” School Review 21: $76-81; 1913,
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The 1960's brought a renewed reaction to grading. The plea for
more hunanized educational approaches voiced in Perceiving, Behaving,
Becoming ® has been picked up and reiterated. Books on individualizing
instruction, such as Bishop's Individuelizing Educational Systems. ™ have
questioned grading practices on the grounds that thev stifle the develop-
ment of a truly individualized learning approach. Recent papers, such
as that given by Leuba, 't ulso argue that letter grades and individualized
instruction are incompatible. ‘

Often grading has appeared on the list of school activitios that
eritics view as dchum;lnizing to education, but seldom have critics in-
(:!udo/.'l supportive rescarch in their contention.  The Association for
Supervision and’ Cirriculum Development's 1967 Yearbook, Evaluation
as Feedback und Guide 2 strongly criticizes grades, for example, hut

~does not cite the rescarch supporting these criticisms. Tt i hoped that

the fullowing review of the rescareh related to marking and grading will
help to strengthen the important conciusions presented in this ASCD
publication.

Functions Ascribed to Grades

Over teenty yi-urs agn, Weinkle ' lisied four functions of marks,

L Administrative Funetions: >larks indicate whether a student jius
pusscd't_)r failed. whether he or she should be promoted or required to
repeat the grade or course, and whether he or she should he graduated.
Thev are used transterring a stadent from one school to another and in
judging candidates for adission to college. They may be used by
employers in evaluating prospective emplovees,

% Arthur W. Comby, chairman, ASCD 1962 Yearbook Commiittee.,, Perceiving,
Behaving, Becoming: A New Focus for Education, Washington, D.C.: Association
for Supervision and Curriculum Development, 1962,

L. K. Bishop. Individualizing Educational Systems, New York: Harper &
Row, Publishers, 1971. ’

1R, J. Leuba, “Individuulized - Instruction and the Letter Grade System.”
Paper presented at the National Gonferenee on Behavior Research and Techinology in
Higher Education, Atlanta, Georgia, November 14-16, 1974, Available from Educa-
tional Resources Information Center, U.S. Office of Education;: ED 100 308,

12 Fred T, Wilhelms, editor. Ecaluation as Feedbuck and Guide. Washington,
D.C.: Association for Supervision and Curriculum Development, 1967.

W, L. Wrinkle. Improving Marking and Reporting Practices in Elementary
and Secondary Schools. New York: Holt, Rinehart and Winston, Inc., 1947, Copy-
right 1947 by Holt, Rinchart and Winston, Inc., and reprinted with permission,
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2. Guidance Functions: Marks are used in guidance and counseling
in identifying arcas of special ability and inability, in deciding on the

~advisability of envolling the student in certain courses and keeping him

or her out of others, and in determining the number of courses in which
he or she mayv be enrolled.

3. Information Functions: Marks are thc chick means ‘emploved by
the school in giving information to students and their parents 1(‘;).1rdmg
the student’s achievement, progress, and success or failure in his or her
schoolwork.

4. Motivation and stcz;)lmc Functions: Marks arc used to stimu-
late students to make greatet effort in their l(-.lrnmg activitics. They are
used for the same purpose in determining cligibility for honors of many
different kinds, such as participation in group activitics, eligibility to pl.l\

‘on the team, and membe rship in selected groups.

The research findings about marking and grading will be examined
in-relation to these four functions Wrinkle ascribed to grades.

Administrative Functions

Predicting College Performance: Although it is contended that a
student’s past academic record is a good indicator of his or her probable
future performance, it is not as [_,ood a predictor as manv cducators
believe. Tvpical studies, such as those Ly ITills, Klock, and Bush ™ and
by Klugh and Bierlev,'™ indicate that at the sccondary level, grades
rececived.one vear t\pu.lll\ correlate about 0.60 with the snl)soqucnt
vear's grades, and that high school rank in class correlates slightly over
0.60 with college grades. This means that slightly: over one-third of the

variation in a student’s academic performance can be accounted for by
prior marks. Morcover, a studyv at the University of Michigan found
that, from a financial point of view. it is more practical for college admis-
sions officers to study cach applicant individuallv rather than to use
gross screening pmu-dlu(-s based on grade point.average and high x(h()()l
rank. 1%

1 JHills, § Klock, and M. Bush, “The Use of Academic Prediction Equations
with Subsequent Chuses.”™ American Educational Research Journal 2: 203-206; 1965.

L Klugh and R Bierlev., “Fhe S(luml and College Ability Test and High
School Grades as l’rcdic}nrs of Achievanent.,” Educational and I’sjtlmlnuu al Mea-.

surement 19: 625-26; 1959,

WS Miller. Measure, Number, and Weight: A Polemical Statement of the
College Grading Problem. Anu Arbor, Michigan: University of Michigan, Center of
Research on Learning «od Teaching, 1967, Cited in: Howard Kirschenbaum, Sidney
B. Simou, and Rodney W, Napier. Wad-Ju-Get? The Grading Came in American
Education. New York: 1Hart Publishing Company, Inc., 1971, p. 273,
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Predicting Professional Performance: Grades in a particular ocen-
pational ficld show almost no relationship to_ subsequent occupational
suceess. Barr'T summarizing 33 studies of teacher cfféctivencess, found
that college grade point averages of teachers had a median correlation
of 0.09 with latcr on-the-job ratings given by their supervisors.

Ii medicine, there is a similar lack of relationship between grades

and subscequent professional suceess. Prince ' found a slight relationship

between medical school grades and carly success in the profession, and
no relationship in the long run between grades and a list of 24 per-
formance ¢haracteristies of physiciais.

Even in a highly specifie skills-oriented field such as engineering,
little relationship has heen shown to exist between grades and eventual
SHUCCESS, according to rescarch by Martin and Pacheres.!®  Their study

~also found that there was no relationship hetween grades and on-the-job

salaries of engineers.,

Hovt, after reviewing 46 studies that have imvestigated the relation-
ship between college grades and various measures of later SueCess,
concluded:

Although this area of rescarch is plagaed by many theoretical, experi-
mental, measurement, and  statistical difficulties, present evidence strongly
suggests that college grades bear little or no relationship to anv measures of
adult accomplishment.2

! {

How Employers and Graduate Schools View Grades: Grades do not
appear to serve well for administrative functions. They are onlv mod-
crately good predictors of future suceess in school. and thev apparently
bear little or no relation to future smecess bevond school. However,

“grades may still be viewed as important by cmplovers and graduate

schools.

YALS. Barr ot al. Wisconsin Studies of the Measurement and Prediction of
Teacher Effectiveness, Madison: Dembar Publications, 1961,

NP, B. Prince, C. W, Taylor, ]. M. Richards, Jroand T. L. Jacobsen. Perfor-
mance Mcasures of Physiciuns. Final report submniitted to the U.S. Office of Education,
Washington, D.C., 1963. Cited in: Degrading Education. Washington, D.C.: National
Student Association, Center for Educational Reform, 1969; and in: Howard Kirschen-
baun, Siduey B. Simon, and Rodney W Napicr. Wad-Ju-Get? The Grading Game
in American Education. New York: Hart Publishing Company, Inc., 1971, p. 282,

" R. A, Martin and J. Pacheres. “Good Scholars Not Always the Best.” Cited
in: Business \Weck; Fvbruury 24, 1962. pp. 77-78: ard in: Howard Kirschenbaum,
Sidncy B. Simon, and Rodney W, Napier. Wad-Ju-Get? The CGruding Game in
American Education. New York: Hart Publishing Company, Inc., 1971. p. 282,

*'D. P. Hoyt. The Relationship Betweeen College Grades and Adult Achicce-
ment: A Review of the Literature. ACT Rescarch Report No. 7. lowa City, Towa:
American College Testing Program, 1965,
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Employers in business and government have said thev consider
grades to be sceond in importance only to previous work experience in
evaluating prospective employees, -according to a survey taken in the
Chicago region*' That employers may look closely at grades was also
demonstrated in a recent survey of school superintendents regarding
their sereening of job applicants.®* The respondents indicated that an
applicant’s chance for employment decreased when non-traditional grades
exceeded ten pereent of his or her course work. (When non-traditignal
grades represented less than ten pereent of the individual’s academic
work, chance for employment would not be significantlv reduced. )

Non-traditional grades can also have a negative effect on graduate
school opportunitics. According to a study by Schoemer and others,?3 if
more than ten pereent of a student’s college record is made up of non-
traditional grades, chance for admission to graduate school and opportuni-
tics for financial aid may be sharply reduced.

Guidance Functions

Is an A Always an AP All of the rescarch cited in the section on
the administrative functions of grades could be cited here as well. How-
ever, there are other problems with using grades for guidance purposes
in addition to that of their low predictive validity. These problems
center around what an A or B means when given by different instructors,
and around the unreliability of grading procedures themselves. Chansky,*
analyzing the use of grade point average in rescarch, has pointed out
how grades can represent  different  things to  different teachers.
Chamberlin ** has commented that the proportion of A’s given has varied

*'R. L. Bailey. AACRAO Subcommittee on Non-Traditional Crading Patte-. .
Park Forest South, linois: Governors State University, Office of Ac - ssions & o=
ords, 1972, Mimeogeaph. Cited in: D. Otto. Pass-Fail Crading Systems: A Literature
Reciew. Edmonton, Alberta, Canada: University of Alberta, Office of Institutional
Research and Planning, September 1973, p. 7. Available from Educational Resources
Information Center, U.S. Office of Education: ED 109 209.

#2J. E. Thomas ¢t al. “Effects of Non-Traditional Grades on Hiring Practices
of School Systems.” Journal of Educational Mcasurement 11: 213-17; Fall 1974.

#J. R. Schoemer et al. “Study of the Effect of Non-Traditional Grades on
Admission to Graduate School and the Awarding of Financial Assistance.” College
and University 48: 147-53; Spring 1973 .

24 N. M. Chansky. A Note on the Grade Point Average in Research.” Edu-
cational and Psycholvgical Measurement 24 (1): 95-99; 1964,

23 C. Chamberlin, E. S. Chamberlin, N. E. Drought, and W. E. Scott. Did
They Succeed in College? Adventure in American Education, Volume 1V, New York:
Harper & Row, Publishers, 1942,
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not only from college to college, department to department, and instractor
to instructor, but also when the same inst.uctor has graded the same
materials at different times. .

Irregularities in the assignment of grades are highlighted by o’
Tewple University ad*hoe committee study # that found dramatic differ-
ences i grade distributions, not onlv among different colleges and depart-

- nents within the university, hut even among different professors teaching

the same course. For example, in one course with a total enrollment of
514 students, an instructor of a section with 34 students gave no A's.
while 67 pereent of the students received D's or Fs. Another instructor,
teaching 30 students, gave no Frs, whiie 63 pereent of the students re-
ceived A's or Rs. In this case. a student's choice of instructor (actually,
there really was no choice since students were assigned randomly within
their time demands) may prove to have long-raisge effeets on his or her
tuture. :

A similar diserepaney in grade distributions was found at San Dicgo
State College by Kirby.*  Analvzing the grades awarded by 206 lower
division instructors; he found that the median grades they awarded
ranged from below C (1.82) to nearly A (3.88). A similarly wide range
was reported for upper division instructors as well,

However. Otto = conducted an anadvsis similar to Chamberlin's 1942
study and found relatively little vear-to-vear variation or department-
to-department variation in three colleges. Otto commented further that
the srade distributions were remarkably stable from vear to vear. Also,
research has shown thit overall grade point average is not markedly
affected by the differing standards emploved in“various courses.2?

Teacher Judgments Vary: Course grades are usually a combination
of test resulis (of varying reliability and validity) and teacher judgments
as to student cffort, punctuality, behavior. neatness of work, and how

# Temple University. Report of the College of Education Ad Hoe Committee
on Grading Systems. “In-house™ report. Philadelphia, Pennsylvania; Temple Univer-
sity, 1968. Cited in: Howard Kirschenbawn, Sidney B. Simon, and Rodney W. Napier.
Wad-Ja-Get? The Grading Game in Amcrican Education. New York: Hart Publishing
Company,, Ine., 1971, pp- 259-61.

B, C, Kirby. "Three Error Sources in College Grades.”  Journal of Experi-
mental Education 31: 213-18; 1962,

2% David Otto. Pass-Fail Grading Systems: A Literature Review. Edmonton,
Alberta. Canada: University of Alberta. Office of Instititional Research and Planning,
September 1973, Available from Educatiomal Resonrces Information Center, U.S.
Office of Education: ED 109 209,

®ALF. Etaugh, C. F. Etaugh, and D. E. Hard. “Reliability of College Grades
and Grade Point Averages: Some huplications for Predicting Academic Performance.”
Educativnal and Psychological Measurement 32; 1045-1050; 1972,
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well the student is “working up to capacity.” ™ Usually, these non-test
aspects are given much more weight in clementary school than in high
school or college. However, because course grades do reflect a de gree of
teacher ]udgmont rescarch on the unr(h.lblht\ of judgments made by
teachers grading individual papers is relevant.

Until the lindmark rescarch of Starch and Elliott mentioned eanlicr,
teacher judgment of student work was practically unquestioned.  How-
ever, in three simply designed studies, these rescarchers demonstrated
that teachers of high school English, geometry, and historv—cven when
grading the same paper—arrived at markedly different evaluations. For
cach of these subjects, approximately 100 teachers we re asked to mark a
paper on a scale of 100 points, wlth 75 points being a passing mark. In
tinglish, a range of 39 points was found. Critics argued that since
English is a subjective arca of study. the findings were not surprising,
but they were astonished when similar varlabllltv—.l range of .1bout
45 points—was found in geometry. These studies were landmarks i
casting doubt on the reliability of testing and grading procedures, as thc\'
demonstrated that the .1rl.1lnht\ in lll.ll‘]\s was not a function of the
subject arca, but appeared to be a function of the grader.

A later study by Bells #' demonstrated that teachers! when requested
to regrade a series of geograpliv and history examinations. did so with low
reliability, Tieg ™ reported that a single teacher. given the same test
papers to rescore after a two-month mtcr\.ll. .1sslg,ncd marks that dif-
fered 14 points on the average (on a 100-point scale) from the marks first
assigned. Bracht* found that the first and sccond scores given to a
single, brief essay question correlated 0.50 when reread by the same
instructor, and 0.47 when read by a different instructor.

Thus. other than being only: moderately good predictors of future
achievement, grades do not serve gnidance functions well. Not only do

w0 ). C. Stanley and K. D, Hopkins. Educational and Psychological Measure-
ment and  Ecaluation. Englewood Cliffs, New Jersey: Prentice-Hall, Inc., 1972,
Chapter 13, .

WL CL Bells, “Reliability of Repeated Grading of Essay Type Fxaminations.”
Journal of Educational Psychology 21: 48-32; 1930,

92 E, W, Ticg. Educational Diagnosis. Bulletin No. 18, Monterey, California:
California Testing Bureau, 1952, Cited in: Howard Kirschenbaum, Sidney B. Simon,
and Rodney W. Napier. Wad-Ja-Get? The Grading Game in American Education.
New York: Hart Publishing Company, Inc., 1971 pp. 261-62.

3% G, H. Bracht, "The Comparative Values of Objective and Essay Testing in
Undergraduate Eduacation: Implications for Valid Assessment of Instruction.” Unpub-
lished master's thesis, Denver: University of Colorudo, 1967, Cited in: J. C. Stanley
and K. D. Hopkins. Educational and Psychological Measurement and  Evaluation,
Englewood Cliffs, New Jersey: Prentice-Hall, Inc., 1972, p. 202
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they have low predictive validity for vocational success, but thev are also
unreliabic and often loaded with subjectivity.

Information Functions

diabitrary Criteria. Employed: Tn light of the above rescarch, the
information content of grades and marks must be considered low. The
NEA survey of teachers referred to carlier indicated that less than half
of those questioned believed grades to be the best method of reporting
student achicvement. The questionable information content of a “passing”
or “non-passing” mark i{.also supported by the findings of Adams,™ who
surveved teachers to determine what level of performance or behavior
they felt warranted a failing grade. Responses indicated that teachers
evaluated students in varied and sometimes non-measurable ways. Some
said, for example, that they would fail a student who “shows no interest,”
“is not paving attention,” “has too many absences,” or “is not mecting
certain specific academic standards.” Adams found that specific criteria
were rare, and he revealed how arbitrary the factors underlying a failing
grade can be. The tragedy underscored by this study is that even though
the criteria used were arbitrary: and mav have changed with time, the
“failure” will remain permanently on the student’s record.

It is well known that passing or even high grades do not indicate

* the specific skills and knowledge acquired by the student receiving the

grades. A grade of A or B awarded by an instructor at a given institution
is not necessarily comparable to the same grade awarded by instruciors
in other departiments and. is certainly not comparable to grades awarded
by other institutions. '
Researchers Goldman and Hewitt,** analyzing data from four dif-
ferent universities in California, found that academic felds accepting
students with wer abilities tend to award grades less stringently than
ficlds enrolling students with higher abilities. S
Grades Awarded Over Time: Grades probably should be inter-
preted in light of the years in which they were awarded. For example,
during the 1950 and 1960's, aptitude test scores increased, but grade
distributions remained unchanged. One of the carly studies demon-
strating that average grades remained unchanged despite rising SAT
scores was performed by Aiken® One of the last major studies of this
MV L. Adams. “Why Teachers Say Thev Fail Students.” Educational Admin-
istration and Supervision 18: 594-600; 1932,
3 R. D. Goldman und B. N. Hewitt. “Adaptation-Level as an Explanation for

Differential Standards in College Grading.” Journal of Educational Measurement 12:
149-61; Fall 1975.

36 L. R. Aiken. “The Grading Behavior of a College Faculty.” Educational
and Psychological Mcasurcment 23: 319-23; 1963.
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era was conducted by Baird and Feister. who analvzed data collected
from a'large sample of calleges during 1964-68. They concluded:

This study confirms the carlier rescarch . . . which indicated that faculty
members, at least collectively, prefer or are committed to a certain distribution
of grades. Thus, faculties show an “adaptation level™ hy awarding, on the
average, about the same average and distribution of grades, whether their
current students were brighter or duller than last vear's. 4

However, toward the end of the 1960’s, the situation changed. Apti-
tude test scores started dropping and the average grades awarded to stu-
dents started increasing. As of 1975, it was reported that one-half to
two-thirds of the marks given in US. colleges and universities were A's
and B’s, cven though aptitude scores had dropped slowly but steadily dur-
ing the previous ten vears.® A similar, though not quite so strong, grade
inflation is now oceurring in high schools. 3

Thus. A's or B awarded in college in the carly 1960 probably. do
not represent the same student achievement level ‘as the same grades
awarded in the late 1960% ( hecause they were carmned when a different
level of competition prevailed). and the same grades awarded now
certainly are not camparathle to carlier arades.

Motivation and Discipline Functions

Students Respond.- to Grades Differently: Contrary i popular
opinion, there is little evidence that grades supplv strong positive motiva-
tion for most students. Usually the onlv students who find grades moti-
vating are the hetter students. For example, Phillips reported that
anxicty increased the grades of students who were already receiving good

W Leonard L. Baird and William ], Feister. “Grading Standards: The Rela-
ton of Changes in Average Student Ability to the Average Grades Awarded.”
American Educational Rescarch Journal, Volume Y: Summer 1972, p. 440, Copy-
richt 1972, Amcrican Educational Rescarch Association, Washington, D.C.

)0 F Davidson. "Academic Interest Rates and Grade Inflation.”  Educa-
tional Record 56: 122-25; Spring 1975, Sce abo: R. F. Grose and R. C. Butler.
“Grading Game.” College and Unicersity 50: 723-39; Swnmer 1973,

MR, L. Ferguson and E. L Maxey. “Trends in the Academic Perfonuance
of High School and College Students,™ Paper presented at the 30th Annmual Conven-
tion of the American College Personnel Association, Atlanta, CGuorgia, March 5-8,
1975, Available from  Educational Resources Information Center, US. Office of
Education: ED 109 523, -

0B, Phillips. “Sex. Social Class. and Anxiety as Sonrces of Variation in School
Annicty.”™ Journal of Educational Psycholody 33: 316-23; 1962 idem. “The Class-
room: A Place To Learn™ In: D, . Clark and G S, Lesser, editors. Emotional
Disturbance and School Learning. Chicago: Science Rescarch Associates, 1963,

pp. 263-64. -
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grades, but lowered the grades of students whose previcus performance
was average. Brim 4! reported that grades are one of the major influences
in shapiiig a student’s estimate of his or her own alilitv.and MeDavid 32
suggested that academic succeess iy result in a wore positive self-image
which, in turn. may lead to a student’s inereased suceess in school.

Chansky. ™ in examining the iss s causing a reconsideration of
grading practices, pointed out that although educators often view grades
as motivating factors, rescarch suggests that down-graded students often
continue te fail. e also noted that students have responded to test
anxicty i different wavs. For some, it has increased performance, but
for others, it may lead to withdrawal and a sense of defeat. Chansky also
pointed out that although, in theory, students who receive poor grades
on an examination should review materials and retake the exam to demon-
strate their increased proficiency. this seldom happens since the class
moves on whether or not the student has achieved the needed level of
competence. '

According to more recent research, low grades cim have differential
cffects. Thaver *! reported that college students receiving 1's and Fy
during a ‘course dropped out more frequently than other students, but
he noted that the low-graded students who continued the course per-
formed better on.a subsequent exam. Thaver also found that students
receiving A's on the first exam scored significantly higher on the second.
This finding supports McDavid's contention mentioned carlier.

Students Can Progress Without Grades: Tt has often been argued
that the motivational value of grades is so important that, despite the
other problems associated with them, their use must be continued.

Supporters’ of marks and grades argue that if grades were elim-
inated, students would not work, Rescarch does not support this con-
tention and, in fact, a study by Chamberlin and others % demonstrated
that the reverse could be true, _

Chamberlin's study is so important that it deserves a detailed treat-
ment. The aim of the experiment was to deternmine just how important

1O, G Brim, D. A, Coslin, D. C. Glass, and . Goldberg. The Use of
Standardized Ability Tests in American Secondary Schools. New York: Russcll Sage
Foundation, 1964.

% John MeDavid. “Some Relationships Between Sotial Reinforcement and
Scholastic Achievement.” Journal of Consulting Piychology 23: 151-54; 1959,

N, M. Chansky. “The X-Rayv af the School Mark”  Educational Forum;
March 1962. pp. 347-52.

HR. E Thayer. "Do Low Crades Cause College Students To Give Up?"
Journal of Experimental Education 41; 71-73; Spring 1973.

13 Sec footnote reference 25 cited carlier.
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a rigid college-oriented high school enrriculum, including grades, was to
a student’s later suceess in college. During an cight-vear period begin-
ning in 1932, nearly 1,500 students from 30 “test” high schools were
matched with an equal sample of other students on a number of edu-
cationally important variables. These variables included age, sex, re-
ligion, sociocconomic background. previous grade average, and others.

One group of schools—the experimental group—was allowed almost a
free hand in determining how it would develop its college preparatory
programs. Many eliminated grading, Schools in the second group—the
control group—offered typical college preparatory programs that included
grading. i '

Three hundred cooperating colleges agreed to accept students from
the experimental schools on the basis of recommendations from the
principals. On the measures emploved during college, students from this
group performed as well,as or better than those in the control group.
They carned slightly better grades in all subject fields except foreign
language and were judged to be more intelleetnally curious, resovrcerul,
and more objective in their thinking,

Chamberlin’s study, which has never been replicated. demonstrated
that grading was not essential to motivate students. On the contrary, the
results snggest that grading could be a hindrance to the developinent of
intellectual and personal skills.

More recently, Butterworth and Michael 46 pointed ont that an
individualized narrative evalnation of the work of sixth-grade students
resulted in the stiudents” attaining higher reading achievement and a
greater sense of self-responsibility. In - this study, two samples (300
students in cach gronp) =omparable in sociocconomic and ethnic com-
position, reecived different forms of evalnation, The members of the
control group received typical letter grades (A-I') on their work, while
the experimental students had their work judged and reported according
to an individualized narrative form withont grades or svmbols.  (The
rescarch does ot mention the comparability of the instruction the two
groups reccived, so it is possible that the resnlts were a function of
instructional as well as reporting differences. However, the results at
least are encounraging,)

Negative: Motivational Effects: Marking and grading have been
found to have several undesivable motivational eflects.  For example,

HOTOW, Batterworth and W, B Alichael, “Relutionship of Reading Achiove-
ment. School Attitude, and - Self-Resporsible Behaviors of  Sixth-Grade Pupils to
Comparative and Individualized Reporting Systems: lmplications for Improvement

of Validity of the Evaluation of Pupil Progress.™  Educational and  Psychological

Measurement 33: 987-91; Winter 1975. .
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they produce cunf()rmit)'. reduce teacher-student - interaction, and en-
courage students to cheat to assure passing crades,

Bostrom 47 found that grades can be used to shape stadent opinions
in the forms of their expressed beliefs. Lippitt 1% reported that clementary
students, although they will confide privately that thev have a strong
desire to be more active and cooperative with the teacher, will not be S0,
because thvy pereeive that most of their peers are against such coopera-
tion; thev also recognize that group consensus does not support students
\\‘110 are too cager ubovut ::tudying. -

Bowers, reporting on a nationwide survey of college students,
found that at least 50 pereent admitted they bad cheated during college
by plagiarizing, using crib notes, copving on an examination. and by
using other means. Bowers commented that all of these illegitimate
actions were a consequence of the svstem of examinations and grade
points, and that students engage in cheating because they believe thev
may be rewarded by a higher grade.

A similar situation wasg reported by IPala, who noted that at least
half of the 3.000 college students interviewed Juring a study by the
Caolumbia University: Bureau of Applied Social Rescarch admitted to
chesding. He indicated that the incidence of ¢h rating was highest among
weitk students, men, career-oriented majors, and students who were in
sehgol for such non-academic interests  as sports and music. TFala
concluded: ) .

We are faced with the inescapable fact that any tinie we reccive a set
of term papers, a substantin proportion of them will he the product of one
of the numerous intra- or inter-campus term paper rings which, to those inter-
ested in criminal ndicalism and white collar crimie, are mmnong the more
fascinating aud exotic of the innovative adoptions of students.s0

7R, N. Bostrom, J. W Vandis, and M. E, Rosenbiim, “Grades as Rein-
forcing Contingencies and Attitude Change.” Journal of Educational Psychology 52:
112-15; 1961." .

% Ronald Lippitt. *Unplanned Maintenance and Planned Change in the Group
Work Process.” In: Social Werk Practice. New York: Columbia University Press,
1962, :

0 William Bowers, Student Dishanesty and Its "ontrol in College. New York:
New York Burean of Applied Behavioval Scienee, 1964, ©ited ins Howard Becker et al.
Making the Grade: The Academic Side of College §..- New York: John Wiley &
Sons, Inc., 1968. pp. 101-102.

BOMUAL Fala. Dunce Caps, Hickory Sticks, .md Public Evaluations: The
Structure of Academic Authoritarianism. Madison: Unive ssity of Wisconsin, Teaching
Assistant Association, 1968, Cited in: Howard Kirschenbaem, Siduey B. Simon, and
Rodney W, Napier, Wad-Ju-Get2  The Grading eme o0 Lawrivan Education,
New York: Hart Pubishing Company, Inc., 1971, 20w,
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The proportion of students who cheat may be well over 50 percent.
Knowlton and Hamerlynek ' surveved students from two universities:
one a small, rural liberal arts college and the other a large metropolitan
university. Eighty-one pereent of the students surveyed at one college ad-
mitted to cheating, with 46 percent of them admitting they had cheated
that very semester. At the other college, 47 percent mdxcatcd thev
profited from cheating and ounly 35 pcrccnt indicated that they did not
cheat. In an carlier stud\ by C‘ummg ** 81 pereent of the students at a
farge university mdu.ltcd th(-v cheated. Later, after an honors svstem

“had been well established, the degree of cheating dropped to 30 pereent.

This dismal set of research findings offers f‘url\ conclusive evidence
that grading «nd marking, as currently practiced, fulfill Fow if any of the
positive motivational and disciplinary functions aseribed to them,

Considering Some Alternatives

Reseurch on attempts to mitigate the effects of marking and grading
is spiuse, and the findings do not suggest a elear direction in which to
proceed. Some alternatives that have been emploved include blanket
grading, pass/tail marking, mastery learning. and contract grading, -

Blanket Grading and Pass/Fai: Marking

The following rescarch findings xuggcxt that both bluket grading
and pass/fail options have decided weaknesses when incorporated into a
svstemn in which most of the courses are graded.

Weakness of Blanket Grading: Clark # compared graduate students
eorolled inan advanced educational psvehology course, in which a grade
of B was guaranteed, with graduate students taking a similar course on
1 x(-guldrl_\ graded basis. Although he found that the students in the
eourse that was graded competitively wrote much better research papers,
and reported that they spent a greater number of hours studying, he
discerned no difference between the performance of cach group on «
final examination. The students in the course with a guaranteed grade
cluimed that pressure for grades in other courses caused them to let the

] Q. Knowlton and L. A, Hamerlynck. “Perception of Deviant Behavior:
A Stady of Cheating.” Journal of Educational Psychology 38: 379-85; December
1967. :

2R. R, Canning. “Does an Honor System Reduce Classroom  Cheating?”
Journal of Experimental Education 23: 291-96; June 1956,

D, C. Clark, "Competition for Grades and Graduate-Student Perfonnance,”
Jonrnal of Fducational Research 62: 351-34; April 1969,
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psychology course slide, and that thev found it difficult to muster

motivation.

Marshall and Christensen reported on a small study of high
school students that revealed no sigmificant differences between control
and experimental groups in cither achievement or achievement motiva-
tion. when one of thc_‘gmups received regular grades on class work, and
the other reccived “lenient marks.” which had heen systematicallv raised
one level. Thus, at least over one semester, strict grading did not appear
to be necessary to maintain achievement or motivation.

Effects of Pass/Fail in Colleges: Pass/fail m:u:king has been used at
the college level in the hope that it would encourage students to explore
academic arcas unfimiliar to them and would reduce their anxicty about
grades. A study by Bain and others  indicated pass/fail marking reduced
anxiety, but that fow students elected pass/fail for exploration of an
unfamiliar academic arca. In foct, 87 pereent of the students Bain
polled reported that thev clected pass/fail marking cither to provide
more study time for other courses or to protect their grade point averages
when tuking a difficult course. [Furthermore. about onc-third of the
students clecting pass/fail l'(‘p()l.'t{‘(] a lowering of motivation, while only
12 percent experienced an inerease in motivation.  Similarly, onc-fourth
of the students felt that they learned less in pass/fail courses, and only
13 pereent reported that they learned more. Thus, while pass/fail mark-
ing reduced anxicty about grades in the students Bain guestioned, it often
was used to protect grade point averages, and it seldom was used by
the students to explore new arcas.  Furthermore, while the majority of
the studcnts\,ch-cting pass/fail marking reported that their levels of
motivation and the amount thev learned were unchanged, -a substantial
minority reported reductions in these areas,

Gold and others 6 analvzed complete pass/fail marking (that is,
all courses taken by the student that semester were pass/fail ), partial
pass/fail marking, and traditional grading. Tt was found: (a) that
students preferred the idea of partial pass/fail marking to the other two
methods, and {(b) that pass/fail grading led to a decline in academic
performance. Even after returning to conventional grading, the students
who had taken all courses pass/tail for one vear received significantly

# J. C. Marshall and D. L. Christensen., “Leniency in Marking: Its Effeets on
Student Motivation and Achievement.” Education 93: 362-65; February 1973,

AP, T. Bain, L. W. Hales, and L. P. Rand. "Does Pass-Fail Encourage
Exploration?™ College and University 47: 17-18; Fall 1971,

36 R, M. Cold. A, Reilly. R. Sitberman, and R. Lehr. "Academic Achievement
Declined Under Pass/Fail Grading.” Journal of Experimental Education 39: 17-21;

Spring 1971,
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lower grades than students in the conteol group.
Reviews by Pedrini and Pedrini » and by Otto** have shown that

pass/tail marking has gained wide acceptance among college students,

and that the general practice in many colleges and universities is to limit
the number of pass/fail courses a student may take. The reviews suggest
that students often use the pass/fail svstem to redistribute tune and
cffort in such a wav as to concentrate on the courses clected under the

-conventional grading system. Some students use pass/fail marking as a

means of carrving an extra course or two, but more often, thc_\' use it to
redistribute academic effort, and in a good proportion of the cases, student
achievement in the pass/fail courses is advasely affected.

Effects of Pass/Fail in High Schools: At the high school level, lcss
rescarch lias been r-ported and it appears that pass/fail marking has not
been tried as often as at the college level.

Bishop ™ deseribed an effort to implement pass/fail nmrl\m" in a

California high school during the 1967-68 school vear. Only L‘]L‘(,th(‘s
(that is, courses not rcqn.rcl for graduation or Lollcge entrance) were
offered on an optional pass/fail basis. Both the conventional letter grade
svstem and the pass/fail svstem operated concurrently, and neither teach-
ers nor students were required to choose one or the other. Furthermore,
the number of courses a studeut could take during a semester on pass/fail
was limited: It was possible to take a total of nine courses, and at least
five of them had to be on a letter grade basis.

According to Bishop, a vear-end survey indicated that about 60 per-
cent of the students felt thev had worked -as hard or harder on their
pass/tail courses than on other courses, while nearly 40 percent felt they
had exerted somewhat less effort on pass/fail courses. Only five percent
of the students felt they had received less value from the pass/fail
courses than from other courses, whereas about 60 percent felt they had
received the same value, and nearly 30 pereent felt they had received
mor¢.  Both teacher and student reactions to the p'lss/f.ul sV stem were
positive. However. the effects of pressure on students to achieve good
grades in traditional courses were present: 44 percent of the students said
that thev had chosen pass/fail marking to relieve the pressure of letter
grades. These findings are remarkably similar to the college-level findings
reported by Bain, which were presented earlier.

9T B. C. Pedrini and D. T. Pedrini. Pass-Fail Grading: Summary and Tentative
Conclusions, Omaha, Nebraska: University of Nebraska at Omaha, 1972, Available

from Educational Resonrces Information Center, U.S. Office of Education: ED
080 073.

78 See footnote reference 28 cited earlier.
# Bishop, op. cit., pp. 192-99.
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However, somewhat conflicting results appear in-an article by
Weber to referring to a 1972 study at the high school level involving a
comparison hetween students who elected courses on ' pass/fail basis
and students who received letter grades.  Both groups were assigned
letter grides by teachers, who did not know which of their students were
tzking a course on a pass/fail basis. Counsclors later converted these
grades ‘to pass/fail designations for the experimental students, It was
found that the group clecting pass/fail was assigned lower letter grades
by wachers than the control aroup, Thus, it appears as if achievement
may be reduced in pass/fail courses at the high school level,

It should bLe emphasized that most of the studies menticaed here
examined the effects of blanket grading and puss/fail marking within sys-
tems where most courses were graded competitively, Tt appears that
introducing a clunge into part of the svstem. while leaving the rest
unchanged, may produce nndesirable results hecanse of the pressure the
student feels to achieve vood grades in other courses.

Mastery Learning

One promising instructional approach. which could have consid-
crable impact on current marking practices. has been evolved from a
model of mastery: learning proposed by Caroll%! This mastery-learning
approach is based on the assimption that what is commonly called
“aptitude” determines the student's rate of learning, but not necessarily
the learning ceiling, and that most, if not all, students ccan achieve
mastery of a given subject if the instructional dpproaches are matched to
individual needs and if cach student is permitted to progress at his or her
own pace. This asswmption has been supported at least partially by
researcl: conducted by Atkinson *2 and by Glaser.™ which demonstrated

0 C. A, Weber, "Pass-Fail: Does It Work?” Bullctin of the National Associa-
tion of Sceondary School Principals 38:° 104-106; April 1974

“T]C AL Carroll, A Model of Schonl Learning.™ Teachers College Record 64;
72333 1963.

Y2 R. C. Atkinson, Computerized Instruction and the Learning Process.. Tech-
uical Report No. 122, Stanford, Culifornia: Institute for Mathematical Studies in the
Sacial Sciences, 1967, Cited in: B. §, Bloow, J. I, Hastings. and G. F. Madaus.
Handbook on Formutive and Summative Evaluation of Student Learnjng. New York:
McGraw-Hill Boos. C()l])p‘.lﬂ}‘, 1971, p. 46.

% R. Glaser. “Adapting the Elementary School  Corriculum to Individual
Performance.” In: Proceedings of the 1967 Incitational Conference on Testing Prob-
lems. Princetan, New Jersey: Educational Testing Service, 1968, pp. 3-36. Cited in:
B.S. Blootm et al. Handbook on Formatice and Summative Evaluation of Student
Learning. New York: MceGraw-Hill Book Company, 1971 p. 46.
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that when students were allowed to leam at their own rates, .nost of
them eventually attained mastery of cach learning taek, although some
achieved mastery mneh sooner than others.

Alrasian™ one instrnctor who dtt(mpt(d to u"p]v'nv o terye-
learning approaches at the college level. reported  oatifving resnlts,
Before Airasian introdueed nrastery strategies to a conrse on oost thed un
@1 Looximately 20 pereent of the students were rece iving the grade of A
o the final examination.  After implementation, stml(nt pertormance
on the final exams increased dramaticallv. At the end of the first vear of
imple me ntation, SO pereent of the students attained A level scores on a
parallel torm of the final exam. Two vears atter the strate gv had been
nnp]nmnt( 90 pereent of the stndents taking the course attained an

A achievement level and were awarded As on the final exam. The
implementation of nastery -learning strategies can resnlt in a very large
proportion of students receiving A's. as thls case shows. Since 2 con-
sidevable muber of teachers become very uncomfortable when large
munbers of ctudents receive A's. the nse ()f mastery- lcmnm" stro lt('(m-
could have dramatic effeets on current marking practices.

Contract Grading

Contract grading is @ incthod wherehy the student and tmchn agree
apon what the student must do in order to receive a given grade. The

methed can be applied to a whole class. or to anyv nnmh(-r of students

on an individual basis. Ideallv. the umtmct should also include a state-
ment of how the quality of the student's work will he judged and what
levels of proficiency are necessary to cam a given grade. H these
features are inchuded. then contract "l.l(]lll“’ is related to mastery learning.

One small study at de u)llv(f(- level pertormed by Newcomb and

Warmbrod % compared a u-(m]‘n]\ (fr.xdcd class with a class in which in-

dividuals had contracted for ar ados. Diring the fall quarter, hoth classes
Yol simdlar grade distributions. hut ‘during the winter quarter, the
weract-graded” class reecived higher grades. In both quarters, the

PO Adrasian. "An - application of a Modified Version of John Carroll’s
Model of School Learning.” Unpublished master’s thesis. Chicago: University of
Chicago, 1967, Cited in: B, S, Bloom, J. 1. Hastings, and C. F. Madaus. Handhook
on Forrative and Suwnmative Ecaluation nf Student Learning. \t\\ York: MeGraw-
Hil. . ook Company, 1971 p. 55,

“ob D Neweomb and ]0 R Warmibrod, The Effect of Contract Crading on
Stwd o foeformance. Part of o oseries, Summary of Rescarch. Columbus, Ohio:
(P o University, Departinent of - Agricultural - Education, 1974, Available
fron:  Tucational Resources Information Center, U.S. Office of Education: ED
093 967, :
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contract-graded and regalarly graded students displayed nearly the sime
attitudes toward the course, the instructor, the exauns used, and the
teaching methods emploved, The amount of reading students from botl
groups did for the course was wlso essentiadlv the same. However, the
investigators did question whether the reaularlv: gvaded class readlv had
been' taught Tike tvpical cowse, since students could complete extra
projects—with the instructor's permission—to raise their grades.

Two studies at the secondary Jevel reported that students receiving
grindes on acontract basis demonstrated sinilar achievement levels and
similar attitudes toward the class, Ball @ found this to he true for two
ninth-grade general math classes, which were compared to two control
classes. Two teachers were involved, each teaching one experimental and
one coptrol cliss. Yarber 7 reported similur findings for a ninth-ar vle
health course, when comparing the | attitndes and performance levels
exhibited by two regularly graded classes and two contruct-grided classes
during o study it on VD that Lasted for nine cluss sessions. Both of
these studies sugoest that contract grading is at least as cood as. if not
better than, regular grading.

Conclusions

This survey of the rescarch about the eflocts of marking and grading
suggests that the traditional letter-grade svstem has more drawbacks and
disadvantages than positive features. Although manv of the studices
exanined in this article were conducted more than t\\'(-nt_\' vears o,
there is little reason to believe that replication of them would result in
different conclusions. since teacher niurking and arading practices have
not changed significantly. ,

It is clear that gradivg does not fulfill the four functions ascribed to
it and that it cau produce several undesivable motivational cffects. In
addition, the pressure o students to obtain good grades tends to under-
cut the purported beneficial effects of alternative murking approaches,
when traditional and non-traditional methods coexist iu the same svsten,

The research examining alternative approaches to arading suggests
that finding satisfactory, workable alternatives will be difficult and may

S5 L.V Ball. “Student Contracting for Achievement Grades in Ninth Grade
General Mathematios,” Doctoral dissertation. Storrs: University of Connecticut, 1973,
Abstract available from . Educational Resources Information Center, U.S. Office of
Education: ED 081 623,

ST WL Yarber, “Comparison of the Relationship of the Grade Contract and

the Traditional Crading Methods to Changes in Knowledge and Attitude.”  Journal
of School Health 44: 395-98, September 1974,
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involve the restructuring of the whole curvicalum around an individu-
alized, competenev-hased or masterv-learning approach. In o recent
article on alternatives to the present grading svstem, Van Ioven ob-
served that: '

... we need a more scientific rationale for new directions in reporting
pupil progress that reflect and are consistent with new approaches to the learn-
g process. A non-competitive system of measuring a child’s progress in
achieving behavioral objectives is clearly defensible in the light of recent the-
ories of intellectual growth and learning motivation rescarch.  Moreover, the
actual programs developed as a result of these theories and studies do require
new uppr(mchcs te veporting pupil progress. '8

Let us hope that future reviews of the research will report substan-
tial progress toward a solution of the complex grading problem.

S8 B, Van tloven. “Reporting Pupil Progress: A Broad Rationale for New
Practices.”™ Phi Delta Kappan 53: 365-66; I"cl)rllzlr)’ 1972,
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An Overview of Grading Alternative_s

’

James A. Bellanca and Howard Kirschenbaum

-~
2

AT AN ANNUAL convention of the National Association of
College Admissions Counsclors, a portly white-haired high school coun-
sclor listened intently to a protracted and heated workshop debate vn
the merits of “traditional” and “non-traditional” grades. At the time the
discussion became most heated, the counsclor calmly took the floor.
“I have worked with high school students,” he began, “for more than
three decades. In that time, I have scen and heard these arguments no
less than seven times. What interests me the most about this particular
discussion is the new definitions gwen the focal terms—'traditional’ and
‘non-traditional.” When my school was founded over a century ago, the
traditional reporting method was a written letter sent home to the parents
and a conference with each student once per month. Essentially, we use
that same method today. What I want to point out here is the superficial
misuse of these two key terms, which mean so little and yet reccive so
much attention. Let us put aside semantics and examine the real issues—
why do we have grades and why do we evaluate?”
Just as the terms “traditional” and “non-traditional” do not help in
answering these two important questions, so are the words “grades” and
“evaluate” not likely to help, unless clearly defined.

Grading: Providing a numerical or letter symbol t¢ summarize a
student’s progress or achievement within a given period of time

Reporting: Transmitting information. about a student’s progress or
achievement to parents, emplevers, schoul records, or college admissions
offices (transcripts, report cards, portfolios)

Evaluating: Making judgiaents regarding the qunntnty cr quahtv of
a student’s progress or achievement

Q
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Measuring: :\scvrtalining the relative progress of a student as based
on normative seales (for example, Towa Reading Scale and Scholastic
Aptitude Test norms)

These definitions point out the difficultics, inherent in cach word,
which have arisen through multiple use. Some school svstems might use
“grading” to mean an individual process  distinet from “evaluating.”
Others use the term "gr;u]ing" to encompass all four processes. Thus,
when Sue Stone reeeives a report card, the A, B, A, C grades not only
symbolize her progress for that semester, but also report the results from
measuring devices (tests) used by her teachers to evaluate what thev
\think Sue has learne.

Essentially, the definitions, as used in the implementation of a
practical svstem, make clear two very distinet approaches to learning:
normative and mastery. The vast majonty of olv:nonmr)'. sccondary, and
college svstems are norm-based. When teachers and students in a
normative svstem speak of grades, they conceive of the processes of T
grading, evaluating, measntring, and reporting as one. Approxinmtcl_\'
one pereent of college programs, on the other hand, use a mastery
approach; slightly higher pereentages of secondary and clementary
svstems have adep ] mastery learning in toto. although as many as
ten pereent of the svstems mayv use some form of mastery nppronch.
Teachers and students who lave implemented a mastery learning ap-
proach would distinguish cach of the four processes listed above.

/

The Normative System

The normative svstem was introdnced primarily as an cfficient means
to record the progress of farge masses of students who appeared in urban
schools after World War L Tt later evolved into an approach to leaming
which measured a given student’s pvrformunco in comparison to students

- who attended the same school or whe took the same test. The norm is
established by clustering scores of students along an imaginary line.
Euch cluster represents a standard of expected performance.  For in-
stance, a history teacher conld determine that students whose answers
were 93 pereent correct had “outstanding” performance levels; 87 percent
was “good™ SO pereent “average™; 72 pereent “below average™; and
below 72 pereent was “failing work.™ An underlying assumption of the
method is that most students tuking the test would £all in the “average”
group. A variation -of the approach encourages the teacher to "zl\'o,rngc"
the raw scores received. by the students in the elass, Thus, if answering
50 pereent of the questions correetly s the “norm.” then 50 percent would

a - 59
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cqual a C grade. Clusters cmanating from the average would establish
the other grades carned.

Alth()ugh a statistician might quarrel with the validity of such a
mcthodolog_\', the two approaches deseribed probably most closely rep-
resent the classroom practice of norm-based teachers, How well the
systenris used, however, is not the question. The crucial question should
focus on the meritg and demerits of the svstem itself,

Arguments For Norms

L The normative system provides read’ly quantifiable information ‘
to establigh grade point average (GPA) and rank in dlass {RIC). GPA
and RIC provide colleges with the mput used to determine college admis-
sions. The 1971 joint review of RIC and GPA by the National Association
of Sccorid;u‘y School Principnls (NASSP) and the American Association
of Collegiate Registrars and Admissions Officers (AACRAO) indicated
that onlv 158 pereent of those surveved did not use one or hoth of these
formulas.1 Thirty-three and seven-tenths percent required RIC/GPA and
416 pereent requested them from applicants. The committee that pre-
purcc_] this report recommended that: “scctmd:n‘y schools should continue
to compute grade point averages as one clement for use in the college
application process” and that “secondary schools should provide rank in
class for those colleges that require it as part of their admissions process.” 2

2. High school performance, ay measured and reported through
RIC, percentile rank, or GPA s the most reliable predictor of freshman
college grades.’

3. The normative evaluation svstem is an integral comporient of
the basic structure (Curncgic unit time schedule), content (departmental
courses ), and methodolog_\' of most sccondary school programs.? '

4. Life is compcetitive. The normative svstem, therefore, preparcs
students for the “real. world.,” This system not only helps show the

! Warren Seyfert. “The Facts of the Case.” Bulletin of the National Associa-
tion'of Secondary School Principals 56(365): 41-66; September 1972.

? Warren Seyfert and Commiittee.  “Guidlines for Working with GPA and
RIC.” Bulletin of the National Association of Secondary School Principals 56(365):
62-8; September 1972, ) ’

3 Jane Loch. “E gh School Performance as Predictive of College Perfonnance.”
Bulletin of the National Association of Sc(:nndary School Principals 56(365): 19-26;
September 1972, This article gives an overview of significant research on. this topic
and provides un excellent bibliography; sce also footnote references 4 and 5.

* Donald Hoyt. “The Relationship Between College Grades and Achievement.”
ACT Research Paper No. 7. lowa City: Amcrican College Testing Program, 1965.

»
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student the arcas of future emplovinent he or she should or should uot
consider, but also weeds out the ¢hadl from the wheat.™;

5. Admission to college is likewise competitive,  The normative
system provides an objective transeript which facilitates the fairest and
most precise comparison of individual applicants. Grades reveal most
succinetly the varving levels of achievenent.®

6. Normative grades motivate students to study more diligently.®

7. Grades assist cfficient record-keeping. Because of their casily
quantificd character, arades facilitate th(-/t(-;l(-h_vr's obligatory report of
a student's  achievement  to parents,  future  teachers, and  future
cmplovers.®

8. Most svh()l;n'ships and financial aid are dispensed on the basis
of RIC and GPAY

9. Most students prefer grades over nou-traditional cvaluations.

Arguments Against Norms

L. Most colleges do review non-normative transceripts which do
not provide GPA or RIC. The 1973 survey conducted for the College
Guide for Experimenting High Schools reported that less than 5 pereent
of the respondents would not consider a transeript lacking RIC or GPA.
Fifty-four percent indicated “fair and equal” review

* Howard Becker et al. Making the Grade. New York: John Wiley & Sons, Inc,,
1938, ‘ g
RO Baker and RO F. Dovle. A Change in Muarking  Procedures and
Scholarship Achicvement.”  Educational Adwministration and Supervision, Number 4;
1957, pp. 223-32.

0. G Brim ¢t al. The Use of Standardized Ability Tests in American Sec-
ondary Schools. New York: Riosel] Sage Foundation, 1964, See alo: R. A,
Feldinesser. “The Positive Function of Crades.”  Education Record; Winter 1972,
pp. 66-72,

SO.G. Brim ¢t al. A Surcey: University and College Attitudes and Acceptance
of Pass/Fuil Conrses. Skokie, Hinois: Nation.] Association of College Admissions
Counselors, 1972, See also: Bulletin of the Natioual ‘Association of Secondary School
Principals 36(365); September 19720 and Max Marshall, Teach.. . Without Crades.
Portland, Oregon: State University Priss, 1969. . S

¥ Ruth Payne. "The Question of Financial Assistance,” Mount Holvoke College
Aluninae Quarterly: Spring 1973, pp. 10-14,

" Richard A, Corton, “Comments on Research.”  Bulletin of the National
Association of Sccondary Sehool Principals 36(363): 145-48; September 1972,

1 James Bellanca and Howard Kirschenbaum, College Guide for Experiment-
ing High Schools. Upper Jay, New York: National Humanistic Education Center,

1973. -
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2. Grades are, at most, a poor “predictor of success.” The longer
the time between the tests, the less the magnitnde of correlation. The
correlation between . grades and long-range performance is moderate;
that between grades and post-academic performance is practically non-
existent, ' '

3. Grades are the base for an academice svstem that has failed to
achiceve its own objectives. Grades promote superficial learning, poor
teaching, ard a "Watergate morality” in which ends justifv means. “How
to cheat or to con™ is the major lesson mastered.'

4. Life in the 1970%s demands that individuals and groups cooperate
for survival. The 19th century survival-of-the-fittest philosophy is anti-
thetical to the complex sl\llls required to drive on a freeway, explore the
moon, or solve modern (u)nmmc problems

3. Thie college boom has peaked. Add the rising cost of a four-vear
college education to the lower number of potential applicants caused by
the declining birthrate, and the reason that colleges have begun for the
first time in many vears to activelv recruit candidates becomes clear.'?

. \

6. By definition, the normative system pr\'\'(-nts the individualized
and personalized learning which encowrages cach student to learn at the
pace and by the means most suitable to ber or him. Personalized learning,
which encourages the intrinsic value of leamning, is impossible when stn-"
dents perceive grades as their major goal.'s

7. The normative system div.des the learning community into
divisive camps: Teachérs are “obstacles™ to be overcome; students are
“pawns” to be manipulated.!?

12 Frank S. Jex. Predictin,  calemic Sueress Beyond High School. Salt Lake
City, Utah: Institutional Studies Monograph, 1966.

3 M. A, Fala. Dunce Cap.\-, Hickory Sticks, and Public Evaluations: The
Structure of Academic Authoritarianism. Madison, Wisconsin: The Teaching As-
sistant Association, University of Wisconsin, 1968,

14 Douglas Looney. "\'\)’hy Grab a Brass Ring?” National Obscrcer 12(29)
1, 23; July 21, 1973.

15 Clara Ludwig. “The Rccrniiment Riddle and  Admissions Today.” Mt.
Holyoke College Alumnac Quarterly: Spring 1973, pp. 3-9.

1 Arthur W. Combs, “Grading and How People Grow.” In: The National
Conference on Grading Alternatives Workhook. Cleveland. Ohliio: National Human-
istic Education Center, 1972, :

17 Sidney B. Simon. “Grading Must Go.” Schoul Revicw 78(3): 397-402;
May 1970. . ’
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\ | .
' S. Grades are subjective, generally unscientific, and seldom related
to established educational objectives, More often than not, grades estab-
lish a meritocracy that rewards confonnity and compulsive compliance,
and discourages individuality and creativity 1S

In the 1960 when college  students challenged  the nniversity
establishment's use of grades as a competitive weapon, the pass-fail (P/F)
svndrome developed. Although few colleges moved totallv to the P/F
svstem, many allowed students to eleet P/F grades for nonacademice clee-
tives or other courses outside the “major.” For the most part, P/F svmbols
became known as the non-traditional grades which cased, to a small
degree, unneeessary acadenic competition.

Mastery Learning

When evervone’s attention was focused on the arguments about
pass-fail (P/F) and credit/no ‘credit (C/NCY svstems, little attention
was given to the development of a different approach to learning—the
mastery approach—then emanating from the theories of Benjamin Bloom.
Mastery learning allows cach student to proceed at his or her own pacc
with in(]ix'idlm“)' selected materials and wethods in order to master the
content, skills, and teehniques which best satisfy his or her diagnosed
needs and best prepare him or her to advance to more complex content,
skills, and techniques. In this approach, evaluation becomes a key process
involving the use of diagnostic and measurement tools to identify needs
and provide helpful feedback. The reporting and recording processes are
considered essential as administrative tools and are not considered as
integral to learning, .

When one discusses the mastery approach, it is quite casy to differ-
entiate the various processes and define the functions of cach. The
majority of the favorable comments about mastery learning center on the
classroom performance of and the positive learning behaviors exhibited
by students who participate in good mastery programs. The negative
comments center on the administrative processes of reporting and record-
ing, processes which are less developed than the other aspeets of this
fledgling approach to l(-urning.

In the mastery approach, there are three identifiable, but often
overlapping methods of reporting and recording:  the complction ac-
knowledgment system. the criterion-referenced systemn, and the descrip-

tive svstem, Each of these methods provides- for a specific evaluation

18 Howard Becker et al. Making the Grade. New York: John \Vi]ey'& Sons,
Inc., 1968,

1
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of a student’s n:astes sreawrning and cach ossesses unique characteristics,
both positive and negative.
g

Completion Acknowledgment System

The completion acknowledgment system reports that the student
has compleied the minimum requirements to earn credit for a course.
The completion is reported in one of two wavs: (a) course title, pass or
credit symbol, and number of credits carned, or (b) course title, pass or
credit svmbol, number of credits earned or failure symbol, and no eredit
record. Some schools add variations such us honors (HonP), high pass
(HP), and low pass (LP). No attempt is made to compare student per-
formance or indicate course content. Schools using this system usually
niake no other major changes in organization, moth()d()lng_\', or content.

Symbols

P/F: Hon P/HP/LP/F; Credit/No Credit: Hon/P/No Record; U/S;
HP/P/F; Pass/No Record; cte.

Arguments Pro

1. The completion uckxlowlcdgmcnt system encourages students to
explore, create, and investigate cach subject.!?
2. Competition is climinated. The unnecessary anxiety of com-
pulsive students and the damage to the self-image of less able students is
minimized.*® “

3. Tceachers learn to motivate students without reliance on the grade
crutch.?! . -

4. Students are free i decide which courses nced the most atten-
tion. A student may decid: to spend less time onea course that has little
value for him or her, in order to concentrate his or her study on a course
having a high personal priority.2 -

19 William Glasser. Schools Without Failure. New York: Harper & Row,
Publishers, 1969. :

20 Susan Wyatt. The Mark: A Case for Abolition of G;ading. Washington,

D.C.: Center for Educational Reform,

21V, L. Ada:s, “Why Teacluors Say They Fuail Pupils.” Educational Admin-
istration and Supervision, Number 1s: 1932, pp. 594-600.

22 L L. Child. “Determinants «f Level of As[;imtion: Evidence from Everyday
Life.” Journal of Abnormal Psychology 44(3): 303-14; 1949.
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Arguments Contra

1. The completion acknowledgment system is more likely to hurt
than to help. Although it removes the negative effect of the normative
grades, it makes no attempt to correct the normative system’s other
weaknesses.

2. This system provides the least assistance to those college admis-

sions officers who need to distingrish degrees of ability and achievement.
Without grades, GPA, RIC, or evaluative descriptions, the adinissions
officer must rely totally on standardized test scores. This procedure is
unfair to all exeept the student who tests well. Tt also hinders scholarship
and financial aid considerations, which are often based on a RIC test
score formula.2 ’

3. Most students, indoetrinated by the extrinsic motivations of the
normative system, are not prepared for an overnight switch to the ex-
pectations of an intrinsic motivational system. Many students will react
by working as little as possible for non-normative credit.?> :

4. This svstem does not provide the time or training for teachers
to give evaluative feedback to the students.2¢

Criterion-Referenced System

The criterion-referenced system may use cither the traditional or
non-traditional grading symbols. It differs from the normative and com-
pletion aFkHO\V](‘dglll(%nt systems in that it establishes a clear level of
proficiency for cach competency which the student is expected to master. .
A competency may be an individual skill or a concept in any of the three
major domains: affective, cognitive, and psvehomotor.  Criterion-
referenced systems are adaptable to group needs or individual instruction.
“Contract” and “performance mastery” systems are based on criterion-
referenced principles.

23 Neil Postman. What Is a Good School? Upper jav, New York: National
Humanistic Education Center, 1972.

24 Neil Postman. A Survey: University and College Attitudes and Acceptance
of High School Pass/Fail Courses. Skokie, lllinois: National Association of College.
Admissions Counselors, 1972.

25 Mathew Sgan. "Lett;er Grade Achievement in Pass/Fail Courses.” Journal
of Higher _Education 41(8): 638-44; November 1970.

2"(2;~orgc Bramer. “Grading and Academic Justice.” Improving College and
University Teaching; Winter 1970. pp. 63-65.
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Symbols

A, B, C, D. No Record; P/NR: C/NC, S/U: cte., plus a listing of com-
petencies mastered and/or a listing - § ¢ a required for a passing or
proficiency grade

Arguments Pro

L. The eriterion-referenced systam encourages individualized in-
struction. The teacher. working within th» framework of clearly defined
objectives, may devise, quite readily, dirterent mems to reach cach
objective. Individual students can work within personalized programs
of instruction that mect specified learning needs i content, mode, and
pace.®?

2. This system removes the unnecessary pressere and " anxiety of
compctitivc grudcs })_\'.crcuting an :1tmosphvrc of c(;\)pcrati()n. Teachers
become helpers and peers provide support.®

3. Each student knows exactly what quantity and quality of work
is expected.®

4. The criterion-referenced svstem focuses on success, not failure.®
/

5. Teachers are held accountable to establish clear objectives,
develop a methodology -that meets a variety of individual nceds, and
establish supportive evaluation tools.

6. College admissions officers receive specific information about
the skills cach applicant has mustered and the knowledge he or she
has.” The facts are clearly delineated without nced for subjective
interpretation.®®

T The New High School: A School for Our Times.. New York: Committee on
Experimentation, High School Division, April 1963.

*T. Strong, editor. A Report of the Committee on the Freshman Year at
California Institute of Te:fuology. Unpublished report. Pasadena, California: the
Institute, 1967, ;

/

29 Everett Shostrom. AMan the A\Ianipuﬁatur. New York: Bavntam Books, Inc.,
1968. ‘ )

30 John Holt. How Children Fail. New York: Dell Publishing Company, 1966.

41 Leland Pradford. “The Teacher-Learning Transaction.” Adult Education
8(3): 135-45; Spring 1958.

32 Johannes Olson. -“Initial Experiences of a No-Rank School.” Bulletin of-the
National Association of Secondary School Principals 56(365): 103-104; September

1972. .
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Arguments Contra

1. The development of eriteria. hehavioral objectives, individu-
alized learning packets, and other necessary imstructional tools is i the

infant stage. Objectives for achieving advanced skills and embracing
wore complex areas of Lnowledge, especially at the secondary level, are,

scaree. Hardware for individualized instruction is primitive and expen-
sive; software is more so: and evalwative tools seem to be from the stone
age. Most secondary schools do not pessess the funds required - for
rescarch, computer teelmology. staff development. and in-service training
which the 3-point (A, B. C. D, NR) criterion-veferenced svstem demands,
The 2-point system (for example, C/NC) is somewhat casier to establish.#3

2. Tae more detailed eriterion-referenced svstems tend to divide
l(-urning into isolated boxes. They ignore holistic patterns of human

development, which call for the integration of fecling with knowledge.

3. The eriterion-refercneed system ()\'cr;-mp]msizcs (quantity, re-
sponse, performance. and preestablished norms in contrast to quality,
self-initiated  creativity, acsthetics. and discovery.  (Again. this is less
trne the fewer the number of grading levels,) % :

4. Most admissions officers do not have a clear set of admissions
critevia which delineate mininmm competencies expected of applicants
it their schools.™

3. Although the eriterion-referenced system is more objective than
the normative and the dcscriptiv(' evaluation svstems, it goncmtvﬁ more
inforimation than some admissions offeers. pressured by time, will be able
to process fairly.i

6. Without RIC and GPA. financial livlp may be jeopardized. (Sce
completion acknowledgnient.)

# Benjamin Bloom.  “Learning for Mastery.”  Evaluation Comment of the
University of California at 1os Angeles, Center for the Study of Ialuation of
Instructional Programs, Volume I; May 1968,

M Cuarl Rogers. Freedom To Learn, Columbus, Ohio: Charles E. Merrill Pub-
lishing Company, 1969,

4 John Holt. How C/n'hlr.vn Learn,  New York: Dell Publishing Company,
1967. '

bl .

3.C, VO R Halsey, “Comments mm New Transcript Patterns.” Bulletin of the
National A.s:sm-iqlinn of S('wmlury School Principals 56(365): 118-31; September
1972
: WTE. E. Oliver. “The New Guidelines.” Bulletin of the National Association
of Secondary School Principals 56(365): 83-88: September 1972,

/
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Descriptive Evaluation System

The descriptice cealuation system: details in written form the extent
to which the content, skills, and/or techniques of cach learnmg experience
have been mastered in the contest of the student's development as a
person, )

Symbols
None—uses written teacher evaluations and/or student sclf-evaluation

Arguments Pro

.

l. The dvscriptiw svstem commumicates  the whole picture and
not isolatecl lcurning blocks. This allows an adimissions officer to judge
capabilitics, personality, and accomplishinent on the basis of detailed
information that creates an integrated and highly personalized picture of
the applicant.

o

2, The d('scripti\'(- svstem allows for maximum flexibility for mect-
ing individual needs in o very personalized manner. 1t is usually coupled
with a whole definition of lv;n'ning which cneourages ereativity, problem
solving, personal growth, and the Integration of knowledge with feeling,
Learning,-in this sense, begins with content and skills which are personally
meaningful to the student and which reinforce a positive zad realistic
self-image based on success.

3 A deseripiive svstem focuses the student’s attention on the
processes by which he or she leams. “Process” receives equal ranking
with “content” and with “product,” Included in the process of learning-
how-to-learn are learning how-to-cvaluate, learnin -how-to-set-goals, and

s . ’
lc;lming-lmw-to-plun-usc-of—rvsourccs.""

4. Teachers and students must work closcly together to prepare
good cvalaations, Cooperation places equal responsibility: on students
and teachers to build a climate of support, trust, and rmutual respect. !

3 Report on Alternatice School Transcripts. Amherst, Massachusetts: National
Alternative Schouls Program, January 1973,

W Williamy Purkey. Self-Concept and Scaol Achicvement. Eaglewood Cliffs
New Jersey: Prentice-Hall, Inc., 1970. :

10 Louise Berman. New Prioritics in the Curriculum, Columbus, Ohio:
Charles E. Merrill Publishing (Comp;my, 1968, ’

41 Alfred Gorman. Teachers and Learners: The Interactive Process in Educa-
tion. Boston: Allyn and Bacon, Inc., 1969,
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Arguments Contra

1. Descriptive evaluations are too long and too comphcatcd for
some time-beleaguered .ldnnsslons officers to read.*®

2. An admissions officcr is not (_onccrnod about personahtv He
needs t() know if an individual can do college work.* N

3. Descriptive evaluations sometimes tend to become subjective
interpretations of achievement, usually described in vague generalities
such as good, excellent, or fair 4 Dcscri'ptivc evaluations require skilled
writers with the time and training to do the task in a manner fair to the
student 35

4. Descriptive ev .llu.lhons do not nml\c or provide for comparisons
by admissions officers.*

5. Descriptive evaluations could be a potent wc.lpon against a
student whorn the teacher disliked. 7

6. Without RIC or GPA, financial assistance may be jeopardized.#

42 Alfred Gorman, Quoted in: Grading and Reporting: Current. Trends in
Sehool Policies & Programs.  Arlington, Virginia: National School Public Relations
Association, 1972, :

18 Alfred (innnun.. “Grading/Evaluation.” In: Memo to Faculty. Ann Ari)or,
Michigan: University of Michigan, October 1971, -

HC. Pascal. Alternatives to Traditional Grading Procedures.  Unpablished
mauuseript. . Montreal, Provinee of Quebee, Canada: McGill University, 1969.

# . Kurlins et al. “Academic Attitudes and Performance Functions of Differ-
ential Crading Systems: An Evaluation of Princeton’s P/F System.” The Journal of
Experimental Education 37(3): 38-50; 1969,

46 Allan Glatthorn.  Alternative Schools Project: Some Thoughts on Ecaluation

or Waddid-1-Get? Uppcr Jay, New York: National Humanistic Education Center,
1972,

% Howard Kirschenbaum, Sidney B. Simon, and Rodney W. Napier. Wad-
Ju-Get? The Grading Games in American Etluwtwn New York: Hart Pablishing
Company, Inc., 1971,

¥ Joseph Vander Zanden, “Oune District’s Efforts To Remove Rank in Class.”

< Bullctin of the National Association of Suwulury School Principuls 56(365): 89-95;

September 1972,
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Some Alternatives
That Work

THERE MAY BE no more difficult reform task than intro-
ducing a non-grade report system into schools. Everyone wants it, but
few initiate it! In this section are articles which describe innovative
alternatives that: (a) have worked; (b) have been aceepted; and (e)
have lasted. They range from a contract svstem for college students to a
computerized eriterion-referenced system for levels K through 8.
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A Computerized Alternative To Grading

Keith V. Burba

SOMETHING WAS WRONG. Communication Dbetween
community and school despergtely needed revamping.

The nced to establish better communication patterns became ap-
parent at a human relations conference involving teachers and admin=
istrators in the Beecher Scheool District, Flint, Michigan.

Teachers and principals from three particular schools in the district
decided to take action on these needs. All three schools decided that a
new system of reporting from school to parents was in order. This was a
big step from the traditional A, B, C, D, E that had been uniforinly used
throughout the district,. One of the schools, Harrow Elementary, planned
an additional change: an individualized instruction organization for every
grade level in the K-6 building.

Analyzing Substance of Reports

Teachers began to meet informally to discuss which method of
reporting they preferred. Also, teachers began compiling lists of skills,
concepts, and attitudes they wanted to share with parents. At this point,
parents from the community were asked what types of information they
would like to have from the school

From this informal setting, a reporting committee emerged com-
prised of teachers from each grade level (K-6), parénts, and admin-
istrators. ’ _

Each arca of the currienhum was considered in dcp’th. Repori:ng on
student conduet .and attitudes vas of purti(;\ulnr concern to the com-
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mittee, although grades in conduct seemed irrelevant and ambiguouns:
The group felt that parents should be informed about the behavior
patterns of their children, as well as their academic progress. Attitudes
and values which students exhibit toward school in general, and toward
pupil-teacher and peer relationships were seen as being direetly related
to the learing process. It was felt that meaningful dialogue in this arca
could encotage better sch()()l-communit)’ relations.

Describing Teacher Comments

After the attitude and conduct arca was studicd, cach of the subject
arcas was considered. Al skills and coneepts tanght at cach grade level
in all of the academic disciphm-s were compiled. As one can imagine,
the committee had nny pages of comments, )

For cach skill or coneept taught, the connnittee felt there were four
wavs to report student progress to parcuts. Comments might he deserip-
tive, prescriptive, positive, or negative as illustrated by the following
examples, '

Descriptive
o Understands the concepts of left and right
o Prints own name
Preseriptive
¢ Needs more work in adding two-digit numbers
e Nceds to he cncouraged to read for pleasure
Positice '
e Able to recognize a verh
o Shows an interest in nature
Negative
o Lacks self-control
e Notreading up to grade level wally

Choosing a New Method of Reporting

After they had determined specific tvpes of information that they
wunted to nse in communicating to parents, the conunittee members then
had to develop a method to report this information most cfficientlv. Some
of the reporting ;lltvrn:}ti\'vs studied were: (a) handwritten evaluations
from teacher to parent: () cheek lists; (¢) modificd landwritten check
lists: and (d) use of a computer.

The strengths and weaknesses of the first three reporting alterna-
tives mientioned above were studied and those methods discarded, The
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committee then decided to explore the possibility of a computerized
reporting system.

Since child acconntag cud high school reporting for Beecher
schools were already be o-iled B0 compnter (through the Genesee County
Intermediate School Dis- it experienced personnel were asked if th(.v
could help develop w compnterized narrative reporting svstem. Billic D
White, director of data processing. developed a program to produce the
desired reporting mechanism: narrative statements in paragraph form.

Since the computer’s total capacity was 9,999 comments, over 1,000
narrative possibilities existed for cach of the nine educational parameters
(listed in categories below) on which teachers wonld be reporting,

1000 Attitude and Conduct ‘ 6000 Ilealth

2000 Language Arts 7000 Physical Education
3000 Math 8000 Art

£000 Social Studies . 9000 Music

3000 Science

Narrative statements were grouped within cach of these nine cate-
gories to form the narrative c:ltnloguv; cach statement was nssigncd a
four-digit identification number from the numbers available to its cate-
gory. All narrative statements had to be limited to 72 characters. The
final catalogue, which included over 1,100 couumeuts, tepresented less
than one-tenth of the capacity of the total compnter svstem.,

Using Computerized Reporting

At the end of a marking period, teachers now receive a catalogne of
narratives (as described above) and a student worksheet for cach pupil.
On the worksheet is the student’s name, teacher’s name, date, and cate-
gories beginning with 1000 Attitude and Conduct and going through
9000 Music. After cach of the nine categories are 15 blanks, The teacher
can choose up to 15 comments for any one of the categories. In total, the
teacher can use 56 comments to describe the progress of the student
during the marking period. In short, the teacher writes in the appro-
priate four-digit numbers. and the computer prints out the corresponding
statements. 1t takes data processing one week to kevpuneh the numbers
assigned to the narratives and to run the cards tlu()ux'h the computer.

The deseriptive narrative report for cach student comes back from
data processing in paragraph form. scctioned off into the nine major
categ ries. The school receives three copies of cach report. Copies go
to teacher and parents. and are put with enmnlative records.

Also. a usage report is supplied which teils how many times cach
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comment was used for a marking period. This has been helpful in
dvtvrlnining which narratives are not needed. Also, the usage report
gives some insight into what is being tanght in ‘the classroom.  The
system can be up-dated cach marking period. :

Cost for the program is $.20 per child per marking period, or $.80
per child per vear, '

Advantages of New System

In an effort to close the commumication gap in L-lmnging to a new
reporting svstem, the staff felt it important to conducet parent-teacher
conferernces. The first conferences seemdd so well received that teachers
decided to use this iethod twice cach vear. _

Following are some of the specific advantages aad strengths of

£ ¢ §
the marrative r(-p(n'ting svstem,

L Effective Utilization of Computerization The data processing
systent developed tends to produce a more comprehiensive  narmative
veport because of the computer’s storage capacity of 9.999 comments.
This helps the teacher to avoid using generalizing clichés or educational
jargon concerning the student’s hehavior and achievement. Also, since
the printout is organized in paragraph form. the parent can more casily
understand what the teacher is connnunicating.

2. Flexibility of System: Naratives can be added to or deleted
from the svstem at any time. Because of ity capacity, the svstem can be
changed by merely assiguing a new narrative to an available four-digit
number within a given category. Also, the total usage report (explained

carlier) can be used as a vardstick to make the svstenr more efficient,

If o narrative is not l)ving'nsmi by the statf. it may casilv be deleted.

3. More Realistic Than Grades: Lach narrative relates dircetly to
some skill, coneept, or attitude contributing to the teaching-learning act
during a reporting period. In other words, rather than assign a student
a grade of Cin Language Arts. the teacher can share with the parents
the specific skills their child was exposed to during the evaluation period
which he or she did or did not develop. In addition to this information.
the teacher can suggest the skills in which the student needs further work.

4. More Thorough Ilvaluation: The svstem demands that the teacher
make a more thorough annulative evaluation of the student. Instead of
recording mere grades in the traditional grade book. teachers must keep
track of a stndent’s progress in cach skill or concept to which he or she
has been exposed during a marking period. Also, the teacher is spared the
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From the Narrative Comment Catalog—Category: 5000 Science
Number : Teacher Comment

5856 Needs Further ‘Work Identifying Three-Dimencional Objects

5861 Understands Addition of One-Digil Numerals

5866 Needs Further Work Understarding the Addition of
One-Digit Numerale

5871 Can Identify Angles

5876 Needs Further Work Identifying Angles

5881 Can Identify Short Periods of Time

5886 Needs Further Work in Identifying Short Periods of Time _

5891 Can Identify the Area of Figures

5886 Needs Further Work in Identitving the Are 1 of Figures

5901 Can Identify the Color, Shape, and Size of Objects

5906 Needs Further Work in tdentifying the Color, Shape. and
Size of Objects

5911 Can Identify Physical Changes in an Dbject

5916 Needs Further Work in Identitying Physical Changes in an Object

5821 Can Igentify Objccts by Weight .

5926 Needs Further Work in Identifying Objec ts by ‘Weight

5831 Can ldentily Changes in a Plant

5936 Needs Further Work identifying Changes in a Plant

5941 Can Identity the Increase in S'ze of Seeds Soaked in Water

59406 Needs Work Identifying the Increase in Siz » of Seeds
Scaked in Water

5951 Has Successfully Completed 1 Reptile Unil

5953 Has Successfully Complete © -+ 1)nit

5955 Has Successfully Complet . © nit

5957 Has Successfully Completer, . 5t Lot

5959 Has Not Successiully Comi oo 2, - ntile Unit

5961 Has Not Successfully 70 et rat 4 Unit

3963 Has Not Sucnessfully S mmal Unit

5965 Has Not Successfully C .1+~ "isect Unit

5967 I= Able To Name and |4 0, e ple Machines

5969 Nezds More Study To ! v 40 i+ and Identify
6 Simple Machine

5971 Does Not Know the A S e e s

5973 Undarsta dsthe Term F

5375 Needs More Study To Be ~to Undarstand the Word Frict n

5977 Dons Not Understand the 1. rm Frichi n

H97G Knows Te ms Relatcd o Siee.. Jf Simp ¢ Maching, C.G.,

Force -Recistance

-
2]



O

ERIC

Aruitoxt provided by Eic:

A COMPUTEIL, 1 ALTERNATIVE TO GRADING . 69

tasks of deciding what constitutes s A on one end of the spectrinn and
an I on the other enid or how to ilink a child of a l()w-;lcbi(:.\'ing status
without stiling o desire to learn,

5. Improcing Learning Ene:o.0nent Within the Classroom: Several
teachers have said that the systers not onby foreed them to look more
closely at each child, hut also ooy ed them to. look more closely at the
teaching act, Because it fosters cureful sciuting, computerized narrative
reporting has proven to he a mese o of upgrading instruction. In addition,
when a child changes teachers o the end of a school vear, his or her
new teachers can see specifically what skills or concepts the student hag
mastered previouslv and can theg (lc\'(-l()p ;)L'L-()rdil:g'_\' iU continuing
individualized program for thay ik,

6. Discourages Unfavoralile Compaisons: T ase cach report s
individualized and narrativrg are used to report G oarents, the svstem
tends to cause parents to Lok o their childs report using the childs
particular frame of reference. Las. it becor o Jess likelv that parents
will prmish children for v arades or coue them negatively with
other children.

Need was seen at Harre w wostan School, Beechier School Dis-
trict. Fint Michigan, for 4 ). sed T svstem. A computerized
nairrative reporting < stem was d».-\'('fn;‘rvi hecause of its several advan-
tages. These inclade the offectivines; o cmputerization. coupled with
the svstem's Hexibility, realistic applicntion, and thoroughness.  Other
nijor ud\';mtug(-.\' of the Svstem acc et it tends to imiprove the l(-;lruing
cuvironment within the olye conty md to (list-()ln'.lg(‘ unfavorable eom-
parisons of siblings Ly p.;m i,
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A Cohtract Method of Evaluation

Arthur W. Combs

THE METHOD OF grading now used in my teaching is the
product of 15 years of trial and corror. It is the best method T have found
to date for mecting the following essential eriteriic

A desirable grading system should:.

e Mect.college and university standards of cffort, performance, ind

excellencee;

e Evaluate the student on his or her personal performance rather
than in competition with his or her fellow students; '

e Permit students to work for whatever goal they desire to shoot for;

e Provide the broadest possisle field of choice for cich student:

o Challenge students to stretch themselves to their utimost;

e Eliminate as much as possible all sources of externally hmposed
threat; C

e Involve the student actively in planning for personal lewrning and
placing the responsibility for this learning direetly and unequivocally on
thie stndent’s own shoulders;

e Free the student as much as possible from the necessity of pleas-
ing the instructor;

e Provide maximum flexibility to meet changing conditions.

To mect these eriteria my current practice is to enter into a contract
with cach student for the grade he or she would like to/achieve. Each
student writes @ contract with the instructor indicating in- great detail:
(a) the grade he or she would like to have: (b) what he or she proposes
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to do to achieve it; and (¢) how he or she proposes to demonstrate that
he or she has achieved it. Onee this contract has heen signed by the stu-
dent and instrnctor, the student is, thereafter, free to move in any way
desived to complete the contract. When the contract has been u)mph ted
“inletter and in spirit” the \llll]l nt’s grade is automatic.

7

Beginning the Negotiations

At the second wiceting of the (llss the philosophy and I)mudllr(s
for this method of evaluation are care fullv explained. Stadents are given
two blauk contracts on which to file I)H)pm.lls in duplicate, and a de adline
dute (usually one-fourth “to one-third of the wiay through the semester)
is set at which time all contracts must be in and approved. The student

is told that in pml)n\m(r the contract teo things need to be taken into

consideration: (a) what the student would like to do, and (h) what the
miversity b arvight Lo expeet of a person working for that grade,

Next, the instrnetor discasses with the student: (a) the general
criteria for grades in the college, and (b the specific wavs in which
these eriteria mav bheomet in this particular lass, While these eriteria, of
course, differ from class to class, they fdl generally within this framework:
For agrade of € the college requires satisfactory: completion of the
basic requirements of the course, My requirenients are spelled out in
detail for a pas fcular course nu.lmlnur such things as attendance at all
class meetings, required and sptional readings, and other specifies which
I intend to require of all students thronghout the semester. These latter
might be written reports, projects, observations, participation in researcl,
and additional assignments.

For a grade of B. the college requires completion of all of the
basic requirements tor tiz comse, plus an additional program of study
above and bevond that generally expected of all students. This is inter-
preted for my classes to mean that - student way propose: (i) some
special arca of intensive studv, or (b)) aresearell o action project of
merit.

Fora grade of A the college regnires satisfustory: completion of the
reqirements for Cand B levels: plus the cousistent demonstration of a
high'Tevel of scholarship, interest, and excellence in the subject matter of
the course. For mv classes this s interpreted to mean that students:
working for an A must satistactorily complete work at the B and Clevels
and take a stitl essay examination. The contract blank provides space
for students to write side-by-side hoth what is proposed tor a particular
grade and how they propose to demonstrate completion of that proposal.
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Contracts must be written out in great detail; indicating precisely
what is to be done and how., at every step of the wav. Care is taken to
assure that a student gives a good deal of thought to the contract at the
time it is filed to make certain that no misun(l(-rstnnding oceurs at the
end of the semester, when the decision must he made abont whether
the contract has been fulfilled.

A long period for planning contracts s purposely allocated to
provide students with enongh time to: (a) get a feel for the conrse and,
(b) make preliminary explorations of problems they might like to tackle
i special study or special projects. As soon as @ student has made out
the contract, it is submitted in duplic;ll(- to the ntructor, who may -
suggest additions; deletions, or modifications of one sort o another during
a discussion period. Oncee the contract has been signed by the instructor,
there are no examinations in the conrse except the one selected Ly
students working for A erades. .

During the semester, if it becones necessary for students to make a
chzmg(- in their contracts, th(-_v mayv do so ])_\' r(-(ln(-sting rcm-gotintioh
after which appropriate modifications will be made. There is one excep-
tion to this: Contracts mav be modified at the same level or a lesser level
but a student, once having decided to work for a particular grade, may
not decide to work for a higher one. After all, a student who is going to
work for a superior grade must begin this process at the very start of
the semester. '

The method of demonstration by which the student will show com-
pletion of the contract is the student's choice, Students may put on a
demonstration for the class, write a paper, rn an (-xpm'im(-nt, do a tape
recording. keep a log “of personal experiences, or whatever seems
appropriate.

If a student does not complete the grade contracted for, then the
grade antomatically drops to the highest previous level satisfactorily
completed. Thus. a person who contracted for an A grade hut decided not
to take the final examination would automatically receive 1 B grade if
all the work s complete at that level, Similarly, w student working for
a C grade, who "fu(lg('d" on the basic requirements of the course, would
maove back to a D grade or evén to an F gradde depending npon the degree
of dercliction. '

Students Reaci Favorably
While this svstem of evaluation s by no means perfect, it has

proven far more satisfuctory than the traditional methods of grading
and evaluation T formerlv used. Students are sometimes upset by the
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procedure at first and may object to haviug so much responsibility
placed upon them. These objections. however, quickly dissipate as the
student discovers a brand new freedom which even permits disagrecment
with the instructor with ipunity.  Experience has shown that stndents
read far more under this system, work nieh harder, and show far more
originality, spontancityand ercativity. The response of the students has
mosthv heen vnthusi:l.\ti(-:l”_\‘ favorable. From the instructor's view, it
has proven criinently satisfuctory, The technique is not foolproof, how-
ever.and oceasionall a student misuses privileges. But as one of my
students expressed it "l guess von know that sometines students take
advantage of vour wruding system=hut then, 1 gness the old svstem took
advautage of the stu lent!™
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A Case Study: Performance Evaluation
‘at Concord Senior High School

William J. Bailey*

) TIHE PROPER EVALUATION of stndent progress is obvi-
ously onc of the most important activities of schools; yet traditionally,
evaluation procedures have been perhaps the miost abused of all prac-
tices in the schools. '

There are many ways in which schools provide an atmosphere of
failing, but the traditional system of arbitrarily placing students in one
of five categories (A, B, C, D, F) is the most damaging of all. The most
injurious category, that of failure (D or F), as’ s the student to place
himself or herself in the hands of the teacher for rewards based not on
what he or she learned, but on whether others learned: more. If we
translate letter grades into traditional numerical standards, we can have
one student wttaining 69 and failing, while another attains 70 and passcs,
with no allowances being made for tiwe differentials in learning. There
are only two grades (A or B) about which students feel good or feel any
sense of worth.

It is a punitive svstem indeed which categorizes participants so that
enly the few are succeessinl. In addition, studies have shown that there
arc many discrepancies, inaccuracies,.and biases present in the deeision-
making process of assigning students one of the normal five grades.!
This is due to the generally vague criteria involved in grading—criteria
which vary.in tvpes of components and in the rclnti\'cv\\'r)ight given to

® A former principal describes grading reform initiated during his admin-
istration,

! Howard Kirschenbaum, Sidney B Simon, and Rodney W, Napics Wad-Ja-
Get? The Grading Game in American Education. New York: Hart Publishing Coum-
pany, Ine, 1971,
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discipline, attitude. skills, attendance. subjcet matter competeney. and
other factors.

Failure is structured into the Americ: an’ svstem of pablic edncation.
Losers are essential to the success of the winuers, (.()nund High School
in Wilmington, Delaware, was determined to ¢l ange that structure.

Present System: Conflict and Frustration

The present grading situation is partiallv a resielt of an inherent
sociological contlict hetween two views. On the one hand. society has
]ustuncx]l\ presented - education- 1)(\011(] the-minimal as some t]nns_, for
the seleet few. Oun the other Tand, modern socie tv now contends that
advimeed forms of education ninst e made available for all. School
learning has become necessary for the many. The economic potential of
this nation offers possibilities inlimited to those w ith the proper educa-
tion, career clisice, and job perforrs waee skills. There is no longer a need
to discour: agea certain faction of the socie ty from furthe ring its ¢ dn(uxtlun
and training because of poor grades. However, much of our present
educational svstem is doing just that because of the frustration facing the
un.l]()nt\ of vonung stnd(nts

Part of this frustration is due to the traditional nonm-base d gar; ldlll('
systeme i which only one-third of the students are successtul (A and B
stud(nts) The source of this conllict education: v is the normal curve.
Benjumin Bloom speaks to the point beautifully,

We have for so long used the normal corve in grading students that we
have come to believe init, ... There is nothing sacre «d abemt the normal curve.
[t is the distribution most .lppmpn.lt( to chance and random activity.  Educa-
tion is a purposetnl activity and we seek to have the stndents learn what we
have to teach, It we are effective inonr instruction, the distribution of achieve-
ment should be vere different from the normal eneve, In fact, we nav even
insist that onr cdncation efforts have een unsueeessful to the extent to which
our dustzinetion of achievement approvitates the llllllll-ll distribution.?

Votere admission practices can adjust to whatever svstem: the
secondare shools offer it there is sufficient information svailable about
studens.

It is significamt that a survey condneted by Purdue University #

#Benjumin S, Bloow. "Learning for Masters.” Ecaluation Comment of the
Univensity of California at Los Angeles, Gonter for the Study of  Evaluetion of
Instructional Programs, Volume 1: May 1968,

S AL G Erelich, Hich Schools in 19705 A Study of the Student-Sehooi Relaion-
ship. West Lafevette, Indiana:  Purdee Univomsity Measarement and - Research

Center, 1970,
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revealed that 40 pereent of ligh school students Found their schools
“repressive” and considered education an “assembly line process.” Tt s
also significant that opr nation faces many social problems such as
increases in mental illiess, uncmplovient, divoree rate. drug abuse,
violences and general social and political instabilitv. We nst provide
for schools in which our future citizens can develop positive mental dtti-
tudes, high self-concepts, and a sense of vocational direction. and in
which they van establi.h o success pattern through a reasonable use of
their capacities. I we comot do that, we will do little to solve the
nijor problems of the nation. o

If we want schools to he significant!y: better, then they must be
significantly different. A change in the evaluation svsten is long overdue.
Concord Migh School tried to make this change during the time that 1
was principal.

A Partial Solution

If schools are to develop their own philosophy, then their evaluation
systen must enhar e hat philosophyv. " The new system for Coneord
placed v!nplmsis o the mdividual Tearner, de-cmphasized time as a
limitation to Tearning, and stressed the importance of precise objectives
in dealing with specific criteria used in evaluation.

The new svstenn was designed to increase the accountability and
reliability of our cducational endeavors. This was possible  through
increased objectivity in evaluating student progress; improved diagnostic
competeney-procedures effected upon student entiyv into a course; estab-
lished behavioral and eriterion-hased objectives for cach course; measured
observable performances and o tial growth; and improved teaching -
methods, which allowed for individualized and  continuous progress
learning” There were two nujor parts of the Concord evaluation process:
fa) tormative, and (b)) summative,

Formative Evaluation

First. an intering progress r\vp()rting procedure dealing with forma-
tive evaluations was adopted. Frequent formative evaluation tests aud
other appraisals provided an indication of the pace and motivation of
the stighents. They Jsoindicated #f the student weré -making the neces-
sary effort at the appropriate time. The, appropriate use of these evalia-
tions Relped to ensure that cach set of) learning: tasks was sufficiently
tearned before sabsequent learning tasks were started. A cheek was made
every nine weeks or less and the results were forwarded to parents. -
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Pach department was responstble for developing its own formative
evalvations and the necessary forms. The ¢ evaluation forms utilized the
i tive coding svstem symbols for report card usiage and included a
W Or two-page supplementary progress report, which gave o specifie
recording of subject matter learned. student attit rde, and other informa-
tion pertinent to the uniqueness of the individual course,

Summative Eva/uétion

The other part of the evaluation svstenm involved the fino! recording
of achievement referred to as the sununative evaluation, The stummative
evaluation was a summary ol the work for the entire conrse, a recording
of student achicvement level that inclnded a coding svstem for college
transceripts. and general pertinent comments regarding the individial
stadent, along with recommendations for future work in the arcas noted.
{ See examples on following pages.) '

CThe simmiative evaluation was designed to award credit for achieve-
ment on two levels, plus an additional aceonmlishment/service category
that was highly selective. The basic achicvement level, called “sufficient.”
denoted that the student had achieved or acquired the necessary skills,
concepts, or attitudes that met course standards, This sufficieney Tevel was
available to and attainable by all students in Concord Hiah School given
proper placement and normal tinte allotients, although some took
tonger than others to achieve sufficieney,

The “proficient™ level significd a demonstration of unusual interest.
motivation, skills, knowledge, or advanced concepts. It was available to
and attainable by 90 pereent of the students at Concord given: {a) the
appropriate mode of instruction (materials and teacher), (D) unlimited
tine, and (¢) adequate motivation.  Since manyv students were not
able to hurdle these givens. the proficiency level was  somewhat
(]isrriminuting. . ‘

The third category was an arrangement starting after or along with
the proficiency achievement level, but requiring additionally that the
student enter into a contract to be of service to the discipline.  This
“master status” was Himited to one course per student per vear. Examples
ot possible master service included: (a) acting as student aide to a teacher:
{h) assisting in a Laboratory: (c¢) tutoring: (d) rescarching special
projects: (¢) writing learning puckcts/pmducing andio-visual aids; and
(F) engaging in certain kinds of individual study.

It v-us important to consider all three achievement levels in the light
of a transition from a system involving student comparisons, toward an
achievement system in which the student competed agatint the course.

" 8.



Performance Evaluation—Concord High 'School
: Wilmington. Delaware '

AnaIySis of major literary elements (Huck Finn)-—Phase i

Cnaracter Objective: The student wilt analyze in depth the Chﬂrac!crs of Huck,
Jim. and Tom —designating their distinctive qualiting, lnenr similarities,
and therr differences.

Task

(1) The student will wiite one paraqr: 1ph each, suppaorting a major trait of
Huck and um {a total of two paragraphs),

{21 The student wrl! wrte ane paragraph of comparison/ cnntraux supporting
a point of similaniy or differance between Huck and Tom, and

(3) The student will write o mulii-paragiaph paper tracing the sta\jee in the
duovelopment of Huck's character.. .
)

Critoria:

\
Proficioncy —vahd and insiohtful hypothesiz supported by ample and wels
chosen evidence. .
Sufficiency—-valid nypothesis supportad by scant and/or poorly chosen evi-
dence B

No Credit--invahd nypothesis and;/or insufiicient support.
f

Serer Qo cetve. The student will anal vze the s‘ mca.nco ciosetling, inciud-
ing larger areas and fdatals wit hm dnscriph

. v

Task: . \
(1) Given a passage. the student will lis Sigiitc S details and, in onel
senience, state therr sigmif.cance; and \

\

. . . . . \
(2) The student will w 1o 10 class one caragraph develcped by comparison/

contrast siading the signif cance of the shore and the river. He or she Y
wiHbuse ot least three specitc episodes in cach seiting to support his
or har position

Criteria: Passage

Proficiency: 910 10 woll chosen and supnoried details,
Y £

Sufticiency’ 6 ta & wel, chasen and supparted details,
No Credit: 010 5.

Critaria: Parayraph
Proficiency: Clear has's for contrast and fult use of supporting episodes.
sufi ciency: Clear basis for contrast hut woaker supoaort.

No Credit: Lack of basis for contrast and/sr failure to provide sufficient
SUppPOrL.
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Performance Evaluation—Concord High School
Wilmington, Delaware

Chemistry/ Physics—Interim Report

Student Date

Levels of 8&'udent Operation

Studeni Progress

Student is working at level.
‘v\c -
T ‘
C ‘” a A 1 N 7.
i Commiumnntons
20 Moanoteme
3. Ronaematcs

5.
6
7.
.
Lab reporis: No. complete No. incomplete
‘ Ponr Fair Good
Work Habits
Attitude

Utilization of time

Teacher comments:

Parent comments aro invited on
reverse side of report. Paren: Signature
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Providing Meaningful Information

The traditional transeript format was used for college admission pur-
poses. The svmbols for the coding svstem (NC, S, P. M) were entered as
were grades inthe past. Each student had on file the sunnnative evalua-
tion form for cach course completed. The back of the form contained a
description of the course ar 1 specifie achievements made by the student
in relation to the conrse: for-aats caried with the departmen,

When advisable, these for us were included with college or joby
applications, 1f necessary all of the summmative evaluations were sent
to interested parties: however, it was more prohable that only those
specifically pertaining to the student’s nujor interest would he NCCessary.
For exaanple, a student with primary interests in engineerir ¢ might send
the math and science reports. Of course, transceripts LI contained  the
regnlar test scores and faculty recommendations, bt they include ] no
grade point average or class rank.

i

Summary

The change @t Cond o requircd input from many sources: all of
the tollowing contributed to the decision-making proce s.

Lo Concord Curriculum Board: This bodv was the carriculn deci-
sion-nuiking zroup o1 Concord igh School. The hoard consisted of
studer ts, teachers, councelors, and supervisory personnel—all of whom
were involved inassessing the sehool’s educational practices. The cur-
senlum boare: gave its express permission to undertaking of the
provoscd grading chanee.

2. Concord Stadent Cabinet: This aroup of students controlled stu-

dent activities and influenced school-wide decisions. The cabinet sup-
[,m't(‘(l the movement.

3. Concord Citizens' .-\{[ui.s'{)r:/ Committee: This was a l;l)' arou)y of
parents studonts, and citizens who jointlv served as a liaison between
the school, the comnmity, and the school board. Thes showed unusual
interest in the project.

4 Alfred 1. du Pont Curriculum Council: Members of this group,
expericnced and well known educators in the district. made recomnien-
dations of a curricular nature to the superintendent and board of edu-
cation. Thev were closcly involved with Concord'’s instructional strategics
and they gave their approval to the new evaliation svstem,

5. Concord PTA: The PTA made presentations to explain the new
svstem and help solve public relations problems.
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Arlene  Silbery .

“Are Marks Really " Necessary?”  Sceenteen Magazine;
May 19710 pp. 164-40. ’

Charles E. Silberman, Crisis in th

Cassroom.  New York: Random House,
Inc., 1970.

James S Toewilliger, “Marking Practices and Policies in Public Secondary
Schowols”” Bulleti. of the National Association of Secondary  School  Principuls
5003081 : 3-37; March 1966,

Fred 1. Willie mas, editor. Evaluation as Feedback and Guide. Washington,
D.C.: Association for Supervision and Curriculum Development, 1967,
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New Reports for New Schooling
at John Adams High School

Donald D. Holt

HOW CAN 2 chool staff allow for a wider range of learning
experiences than is usnadly open to high school students? Tlow can a
school staff climinate, through choice, the negative cffects of grading?
In order to answer these two questions. John Adams High School in
Portland, Oregon, develaped a two-track grading svstem: the student’s
choice of traditional grades or of P/F with written evaluation.!

Credit mayv be given for any course listed in John Adams High
School's curriculun after the student has met the minimum petformance
and attendance qualifications that were established for the course bv
the certificated person of record. Students may receive credit if they
arc properly enrolled through the data processing and programming
procedurcs that are part of cach school and the instructional division.

Students are eligible to receive credit when the following have
been accomplished by the person of record: '

1. The person of record will complete the conrse deseription form .
that includes title, course description. total weeks of instruction, and
amount of credit far the course;

2. This statement must be approved by, the school dircetor who
will submit it to the vice principal in the instructional division for
authorization or rejection;

¥ Schools-Within-¢-School.  John Adams High Schaol Operational Handbook.
Portland, Oregon: John Adams High School, 1975, y

§3

90



O

ERIC

Aruitoxt provided by Eic:

S4 PART I / SOME ALTERNATIVES THAT WORK

3. Once authorized, the instructional  division - will crrange for
scheduling and will credit anthorization with Jata processi; r

4 A stadent will then be considered enrolled in the class;

5. Credit will not be aiowed for student experiences that have
not been cleared in advance by the proc siures deseribed above.

Learning experiences at John Adams fall into three categories:
() experience courses of an intern or apprentice nature: (b) off-campus
learning experiences: and (¢) ON-CAMPUS Courses, _

Experience Courses: Credit is to be given to student sceeretaries.
student assistants, and/or student aides only when their evaluation forms
are signed/authorized by a certificated staff member, The evalination
mnst include the total muonber of periods comprising the student experi-
cnce. Anvinstruction by non-certificated personnel must be under the
direction and control of a certificated person, who serves as teacher of
record and assumes respousibility for the instruction and the results.

Off-Campus  Learning Experience: Tu order to receive credit g
student must prepare an expericuce contract and submit it to the school
director who will have it placed on file with the instructional division
prior to conunencement of the experienee. The school  director will
authorize the transeript secrctary to record credit for the experience after
an evaluation has been received from the community sponsor.

Course Designations: Tt is the responsibility of the school director to
designate and code cach course intended to satistv course work required
by the State of Oregon and by the school district for graduation. john
Adams uses the following codes preceding course title when submitting
course statements for authorization.

Requirement To Be Requirement To Be
Code Suatispied Code Satisfied
E/C English/Communic stion S Seien
SS Social Science LS Laboratory Scienee ®
(also American rr Personal Finanee ®
Problems) Cr Career Fducation ®
s S, History rr Physical Education
Cit Citizenship ° 1 Aealth

M Mathematics DE Driver Education

® Class of 78 and after.

Al evaluation forms that may b part of the creclit-granting svstem
(for example, report cards and data processing reports) mnst indicute
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attendancee terins of the total number of periods of participation for
the amount of credit granted.,

Al classes should e accounted for gy, record hooks by course
instructors; cach instructor wWill record e attendanee of every student
cnrolled in his o her course, At the completion of e conrse, the record
Lonks are turned in to the instructiong] division. Thev serve gy the final
SoUree on any student’s cnrollment. Th record hook st show the
total number of periods of participation ;. amount of eredit awarded.

Thy circumstance in which No Credit s given to a student during
Lreporting period ean he L-h.'mgt-d by ateacher after the stident hag

“met the course requirements of the instructor, The authority to change

the No-Credit status s limited t the teacher of record for the course,
Note that the vligil)ilit.\' rnles of the Oregon School Activity Association
require that: =4 student shall have heen in regilar attendance, enroled in
and doing Passing work in fo, 8 full and regulir subjects at the close
of the preceding semester as well as the current semester. .\, student
shall he permitted to ke up any (-ligil)ilit)' dvﬁt-ivnq‘ in svhul;lrship
after the semester ends.” Thig means that students must hayve passe:]
four courges during the Lt semester in order tg Jye cligible, Tt 4 ls0 means
that credit cannot bhe e up for vligihilit.\‘ after » semester engls,

All students at John Adamg High School have the option of reeejy-
ing evaduation ip comses cither i the for, of i grade (A, B. C oor
No Pass) or iy the form of Pass or No Puss. A student g dutonsatically
entolled on g Pass/No Puss basis unless the teacher ig notificd to enrel
the student for letter grades. The decision ¢, opt for I tter grades can
be made by cither students or parents,

Students whe clect to take a Pass/No Pags v\‘.’lhu.tion_,- will recoive
4 written evaluation gf their progress. Studenty who clect ¢y take
grades (A, B, C) will recejve written evaluation at the discretion of
the teacher, In all engey where g student recepveg a4 No Pass. the evalua-
tion wil} .'lllf()fllil“(‘:l”_\‘ he supported by a written comment. It iy recom-
mended, in cageg where o student receives a No Pass. that the conditions
needed to recejye 4 passing evaluation |y identifie by the teacher,

Written evahuations are to include conrse information, (;()unsvhn’s
mame, written comments, thy. grade and/or the amount of ¢redit awardedd
er restored, and ihe number of davs absent (hiring the quarter, The
wWritten vornnents are provide pPersonalized angf d('.s'cripti\’c informa-

‘tion for the student and pitrent.

Lach teacher prepares complete reports whicl) deseribe specifie
COUrSe expectations, g woll as the student's individual progress. The
teachers recejve one full day’s release time at the o of cach quarter to

write ¢ ahrations,
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Data processing printouts of  student  grades/ceredits/attendance
are part of the Adams records. The viee principal in the instructional divi-
sion (IS/MD) establishes and interprets staff procedure for organizing
grade, credit, and attendance information for data processing.

The teacher of record has sole responsibility for the preparation of
written evaluations and the organization of information for data process-
ing. The teacher must have supportive records of student work and
attendance. '

School divectors are responsible for interpreting evaluation policies
to their staft members, as well as for consulting the staff regerding the
preparation of student evaluations and data processing information.

The head of the IS/ MD and the school dizectors are responsible for
interpreting and enforcing school policy regarding student evaluations.

The student or parent mayv challenge the teacher's adherence to
schwol policy on the accuracey or completeness of the records. Suclr a
challenge must first he made dirce tlv to the teacher of record. Subsequent
resolution can e sought throngh the school dircetor and the 1S/MD
vice principal.

Students Trave the option of preparing @ written ¢ waluation of their
own progress inoanv course, to be used inaddition to the teachers
comments. These evaluations are included inall records and mailings,

The official school district transcript of cach student’s records s
maintained by the transeript/records seerctary of  the administrative
division. The sceretary also prepares unofficial copies of transeripts for
all students and for coumseling and programining purposes. Coordinating
and nidntaining the acenraes of information for all transcript entries are
the responsibilitios of cach school divector. Correction of official records
is made according to niark up-date forms submitted to the records office
by the teacher of record.

Records are alteied onlv by the records secrctary, based on the
«hool director's writter notifivation of what changes are to he made.
Anvoother chiamges made on official records may he made only “as t]lc
resnlt of a petition approved by the principul and placed on record i
the transeript office. .
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Beyond Letter Grades*

Parrick J. Dowling

AT A TIME when the impulse of sccondary education has
been to focus on ‘llls\\(l;ill" individual student needs and to aid in the
development of the person, the efficacy of using “tradidonal grading
svstems to evaluate student growth falls under close critical serutiny,
Perl: aps too much criticism has coneentrated on the failure of grddmg
svstens to meet current needs, thus obscuring the active development of
.l]t(lndh\t m(thods of student evaluation: vet, responsible development
hds tuken pr

. One current alternative, functioning since 1970, was developed at
tltn( ‘Glen Oak School in Ohio. Designed to replace the traditional grading
s) stem, recognized as inimical to the school’s philosophy of open ((lum-
tion. the new svstem has proved to be a viable, worthwhile alternative -
in all respects. Those who are secking their own answers, which can
be manifold, will find here an account of a fulfilled vet continuously
ongoing search. Tt is hoped that this text, while not being a dogmatic
manifesto about means and ends, will supply both inspiration: to and

information for all those questioning, or already .lttcmphnl_, to alter, the
status quo.

Beginning the Search
Despite continual signs of progress in many arcas, sOmcthing seemed
to be missing at the very heart of the Glen Oal: educational process.
° This article is adapted from: Patrick J. Dowling and William  Konke ;.
“Bevond Letter Grades.” The Independent School Bulletin 32(3): 49-51; I'ebru-

ary 1973, Used with the permission of the National Association of Indepencent
Schools.
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Students, parents, and faculty alike were somewhat nneasy about the
evahination systenn that Liud been adopted i licu of the traditional grade-
report scheme. While students confronted  trimester l);u‘ri;gvs of non-
nniform, mdividual course-valuation reports {raising .guestions of trans-
Lation tor them and (-.\])vci;lll_\' for prospective colleges ). teachers faced
the problem of working ina semi-vacnun, having only anmhiguous,
departimental cuidelines for formulating cvaluations to messure andd
report student cognitive and aflective advancement.

l"m'llm;m-i_\. the preblem was recognized at a time when long-
range planing could provide the means to a solution, A propuosal for
an evalnation, workshop was diawn np and submitted o a local founda-
ton that wonld grant funds for consultants wnd printing. Faculty
members who took part in the worksh Powere to he paid from the sehool
hudget, Cricinallv meant to he a project for the simmer of 1971, the
workshop eventuallv: hegan that fall, during fucnltv-orientation week.
One dav was set aside specifically for airmg opiuions of the current
evaloation svstem, This dav-long brain-storuing session was especially
helptut for discussing the nadequacies of the svstem tself and for
articulating the group’s apprehensions regarding husic issues: () Why
“evalnate” rather than Parade™ (o Who will henefit fron, eviluations?
ced What are the hases for eviduation? () With whom will evaliiations
communicate? o How, specificallve will evaluation e accomplished,
and by whom? (1 What are the objectives of evaluation?

These questions could ot he answered i an afternoon or single
weekend, Onr efforts eventually took two months and included four
lurg(--gmn]) faculty mncetings, several committee  and special-group
sessions, (]('p.lrtnn-nl;ll mectings, consultations with various sl)('i:j;llists.
and muelindividual flort.

Continuing the Search

A month-long histas in the workshop allowed the facnlty to hecome
acclimated to the new sehool vear before mecting avain on o Satnrday
to discuss the evaduation susten With o consultant present to observe
the procecdings, th.. group hezan In discussing the function of evalua-

tion. w.d then hroke into five subgronps. which reported to the prinary
aroup at the close of the dav, The resal® was i number of statements on

the funetion of evaluation,

A special planning commitiee met during the following week to
prepare an outline of the comments maude by the various subgroups;
the vutime was distribuzed to the uculty along with an agenda for the
nest meeting. The entir Facnlty et that Friday to hear from the
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consultant, who veiterated  the necessity of onr hecoming even more
explicit about the function of evaluation and of developing our state-
ments into aset ot gnidelines that would apply to our situation. Another
consultant, a process observer. intervened to keep the sroup task-oricnted
and to deal with situations that irhibited the group. to

The same five suburoups Liter met again to discnss the functions of
evaluation. Eaely @Qroup was required to define its own statements and to
rank them in order of prioritv. EFacly of the five then retinmed to the large
group to share their statenents and to rank them info even more exact
priovities. Failure to achiove this final ranking ol all statements resuls d
i further task for the plouming conittec. _

The conmitter met and seleeted the first-ranking statement from

the lists of cach of the five subgronps. The overlapping priorities in the

resulting master list (Level T Guidelines for Ervalugtion listed helow)
indlicat. <1 the consensus of the facenlts abont the primary prrposes which
evalination st accomplish,

Levei | Guidelines for Evaluation

o The privaary prrpose of eviaduation is to put us in tonch with one
another: Tacnlty  with facults o faculty with students, faendty with
administration.

o The prizmy pin cose of evaliation is to call the student up to
reality and to corpmunicate the above assessment.,

o Livaluation is a continuous process of effeetive conumumication as
needed, when needed, to whomever needs it

o The priman purpose of evaluation i o report to stadents their
achicvement in relation to course objeetives,

e In a school whose academic program is both cognitively and
aflectively oriented. evaluation shoukd provide information about the
student’s talens, capabilitics, and achiovements. and should reflect the
student’s attitudes and interests, :

Nest, the planning conmittee worked torther to arrange the re-
maining subgronp séatements into ten catecories, which were eventuallyv
refined by the entire faculty into seven statements as fodiows:

Level Il Guidelines: The Purposes and Functions of Evaluation

o Evaluation shoald provide students with a wide range of infor-
mation that inchndes the affective, cognitive, and psvehomotor domains.

- 9y
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¢ Lvahation shonhd help students and teachers to (l(-\"(-l()p skill in:
v self-appraisal, and (b svlf—nm(l(-rst;m(ling and selt-aceeptance,

e The evalnation process should assist the teacher in developing
insights about the student,

o Livihiation shonld bhe an ongoing process that points the wav to
and stimuliates further growth.

o Fuahmtion should serve as a motivating force,

o A written record of the evaluation shonuld De available to purents,
academic institutions, and other agencies.

o Lvaluation should provide a basis for program phuming and
design,

That consensus was reached on sieh a hasic issue as the function
of evaluation was indicative of the groups solidaritv. Belief in the
validity of this consensus was reinforeed by the similarity of our findings
to those of the Association for Supervision and Currienluam Development.
which has stated that: '

< to doits tundamental task, evaluation mnst perform five tisks.” It must:

Facilitate self-evaluation:

o Encompass all the objectivis:

Facilitate teaching aud learning:
o Generate records Appropriite to varions uses:

o Facititate decision-nuking on cirfcnlum and educational polivy .~

Such snppurf was indeed heartening: of even areater value, how-
ever.was the growth the group experienced by being involved in the
process itself.” The statements we fornulated gave us an understanding
of what we were about in g way that ne preconceived., predigested.
preselected system ever could. '

The work that followed involved  itemization of departmen...
objectives and gouls as thev related to stizdent developmient and learning,
These objectives were then reported to the Targe group and later tested
against the guidelines to check their validity in terms of evaluation.
(f«)nlplvt(-(l departmental objectives, in the follosing weeks, were refined
and checked again according to the svstem we had adopted. _

Our final step was to arrange a format for reporting. whicli involved
record keeping and’ transcripts—a difficult task for the guidance counsclor
of_college-bomid students. Such comselors, in this svstem, must collect

2 Pred T, Wilhelns, editor, Evaluation as Feedback and Guide, Washington,

D.C: Association for Supervision and Curriculium Development, 1967, o
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all individual conise evalations for a viven student, abstract cach evalua-
tion. smd complete a composite of these abstracts te be sent ont as a
formal transeript. Other pertinent data, suel as standardized tost sCores,
are includel in cach transeript and sent o college admissions officers
with a covering letter of evplanation.

As of this writing. all of the college admissions officers 10 whom
we have sent these transeripts have accepted omr format of evaluation
and reporting, mainy of them enthusiasticallv. One director of admissions
indicated that his “first reaction vas to . warn of the impending dangers
with regurd to trifling with the traditional cducational svstem. However,
after reflecting on the subject wnd taking into account the frustrations of
some high school students with the traditional systein, my reaction s
more power to vou!””

Support for the new evahiation method was quicklv connunicatecd
to students. parents, and the school’s hoard of trastees. thus mollifving
their fears and greath bolstering their confidence in the svstem we had
;u]opt('(]. For the f;l('ll](‘\', this support justified the menths of effort spent
up to that point.

The workshop ended in time for us to use its results for evaluation
during the first trimester, following which we found some further tests
and refinenients necded. Ceiiain areas of individual evaluation needed
reworking for various reasons, and certain evahations proved unwicldy,
needing revision for purposes of record keeping,

The second trimester saw a nnmber of changes inindividual
evahation, with still moere refinements to follow.  Another consultant
visited the school for three davs in February 1972, to present the faculty
and administration with valuable information gained from h;’n'ing dis-
cussed the newh revised evaluation system with students., p;u"‘vnts. and
teachers, Feedback has heen and will continue to he an important part
of the ongoing refinement of onr evaluation procedures. P

The Ongoing Search

Since evaluation of student learning is only one small p.lr;t of the in-
structional svstem, it hecame necessary. in the fall of 1972, to .{uppl('m('nt
the progress made in the evaluation workshop with still inore professional
input. Frances Link. international implementer for Man: A’ Course of
Study. led the Glen. Ouk faculty through a three-day session, using the
content of Man, a wodel of curriculam design. to focus on teaching
strategies and learning stvles. The impetus of the session confirmed the
notion that repertoires of teaching behavior must he expanded in order
to accommodate and fucilitate the many learning stvles of students. and
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that such i expansion could be aided by the use of many evaluation
strategies which lead us to learn much about student learning processes.
The idea of evaluation, then, becomes even more expanded when con-
sidered essentially as a means, not an ende in the effort to achieve more
ctfective lewrning,

The redefinition of ¢ valuation has had great (ffc(t on the day-to-day
classreom situation. Inasmuch as we learmed the importance of .m.ll\ zing
course objectives through the evaluation workshop, our entire 1ppr0.uh
to course structuring has now been geared to fulfilling valid objectives.
We are forced, as a result of Frances Link's workshop, to reassess objec-
tives on specific levels, such as onr dailv, involveiment with students and
with course. content. The weulty now pereeives objectives as necessarily
Huid, coinciding with and lulflllmg—ut not stitled by—the l)nm(h T ol)]cc-

tives undul\m" the scope of course plunning. We are now aw are that

we must ask of (nlch dayv and each student contact, "W Iy am I doing what
[ am doing. when Tam doing it?” Only in this wav can a sound basis he
establishe (l on which ey .1]11 ition can fulfill all its varied purpuses.
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Changing the System

THOSE FAMILIAR WITH values clarification understand
that our beliefs and attitudes are not values unless we act upon or do
what we say in a consistent manner. .\Iun_\' have affirmed s'upport for
grading reform: few have instituted changes in grading practice. This
section includes not only a practical guide for implcnwnting grading
reform, but also actual. accounts of how individuals havd struggled to
implement reforms. and sugaestions of how, certain pitfalls can be
avoided. The results, as cach reformor attests, come only with time, pain,
and sometimes laughter, The myths dic slowly, but they do dic.
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Dear Parents: What You Want To Know

Isn’t Necessarily
What We Want . To Tell You!

Lois Borland Hart

THINK BACK TO the last time that you as an educator were
responsible for sending to a student’s home ary sort of evaluation or
report card.  Picture one of vour own students and reflect upon the
different sorts of information that you wanted to pass on to the child's
parents.> What was the essence of what you wished to convey? Perhaps
it was your joy upon sceing an improvement in mathematices skills,

_perhaps it was a concern about the student’s problems with other children

in the class. ,

. What were the mcans that the evaluation form (be it report card or
progress report) allotted to you in your efforts to convey what you felt
was essential to those parents? o

Did you ever wonder just what kinds of information the parents,
for their part, want to get from the forms that teachers write and schools
send out?

Try to think back to _tﬁc last time that you (if you arc a parent)
reccived a report of some kind about onc of your children. What did you
really want to find out about? Perhaps it was how vour child’s work
compared to that of other children similar in age and intelligence. Maybe
you wanted to know whether there was any way you could help your
child to adjust to a rccent geographical relocation. In what ways did the
report card or progress report sent to vou from your child’s school convey
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the eritical information vou needed? Or Jid it fail to do so?

Throughout the history of schooling, immmmerable varietios of re-
ports have been sent to parents by schools: Tetter grades. percentages,
pass/fail notations, checklists, rating scales, hehavioral deseriptions, aned
narratives. “As T reviewed the viirsous reporting systems availuble to me
as an edncator, | began to ask mvself, "Which systeme will provide me
with the opportanity to record the kinds of inforniation about my students
that [ want to sead to their homes?”

© 1 realized that several of the options available to me were Hmited

in their ability o sav what [ wanted to parents. But then, 1 also realived
that we, as educators, had never taken the time to reallv find ont what
parents want to Kknow abont their, children's progress. 1 asked myselt.
“What do parents want to know and will it he the same kinds of informa.-
tion that T as an educator have been sending?” .

It scemed to me. therefore, that before we cducators ke a fina!
decision as to which reporting nicthod to use in suchool, we first need to
find out the answers to the following questiong:

o What information do edncators feel is the most and the least
important to give parents concerning their child's progress?

o [n what arcas do pareats most and least desive information from
their child's school? . _

e In what wavs are the kinds of information the parents desire to
receive simikar or dissimilar to that which the educators desive to send?

[Four assumptions wunderlie this rescarch. First. heeanse reports from
the school to the home have been the primary means of communication
in the past, use of a reporting svstem of some kind will continue, Second,
the dissatisfaction expressed by many edncators and parents with cur-
rently used reporting svstems \nay l)}- partly cansed by the fact that
present methods do not fully thgerthe needs of educators who vithue
one kind of information and the needs of parents awvho prefer something
different. The third assumption is that effective communication hetween
the sehool and the home must bhe two-wav conmunication. From what
I have seen and read about the process of making a change in a reporting
system, rarcely does the school trv to determitfe what parents want to
know abont their child's progress before a decision concerning the

reporting method is. made. The fourth assumption is that improved

communication can benefit the school. the parents, and the children,
The process suggested here can increase nnderstanding between educa-
tors charged with a child's education and the parcuts of that child.
How can we find out what the school wants to send and the parents
want to receive? Responses to the fo”mving questionnaire h;.glp to
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answer this question. (Methods used to develop, ntitize, and evaluate
this questionnaire are discussed Later in this chapter.)
PART |

Directions: Think about a particular group of students or a particular chitd
as you complele this questionnaire. Rank the items in each category accord-
ing to how important it 1s for you to have information sent to the child's/
children’s home(s). Place a number 1 next to the item that is the most
important to send. a number 2 next to the second most important item, and
so forth.

Information on the Academic Progress of the Child

What is the child's capacity for learning and how does his/her work
compare with his/her ability?

What specifically is the child learning in school?

In what ways has the child's work improved cr shpped since the last
report? .

How does the child's achievement’ compare to that of the national
average for children of this age group”

How does the child's work compare to the work of other chlldren in
the class?
Information on How the Child Learns at Schdo/

Does the child know how to use wisely the time not preplannéd by the
teacher?

Does the child learn better in large groups, in small groups, or in
independent learning situations? ‘

Does the child apply what he/she has learned to situations beyond the
immediate lesson?

What materials does the child use in his/her iearning activities?

Information on How the Home Can Help the %tudent
Do Beiter in School

How can the parent help the child with the problerns th’at result from
physigal and emotional growth?

Are\;’here physical and/or emotional problems that are interfering with
the child’'s learning and resulting in his/her need for professional help?

How can the parent Felp the child establish better social relatlonshnps
with other children”

-Are there ways the parents can help their child do better in his/her.
schoolwork?

Information on How the Child Contforms to School Standards

... Does the child pay attention in class and does he/she follow directions?
... .Does the child begin his/her work promptly and comp'ete it on time?
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Is tne chitd’s appearance acceptable according to school standards?
Does the cinld keep his.'her personal matenals and property in order?

Inforrnation on the Child's Sociai Adjusiment
with His/Her Classmates
Does the child ever offer to help others? .
Does the child respect the rights and property of others”

What 1s the athitude of the other children toward this child?
Does the chitd work and piay well with others in group siuations?
information on the Scﬁoo/’§ Goals and Operation

. What sire the long- and short-term cjoals of the schoal?
What s the school doing to accomplish these goals”
How is the school's faculty soincted and organized? .
In what ways i1s the child evaluated and how often does this hippen?

PART I ° .

Directions: The following is a summary listing the six categories of informa-
ton  Rank each category according to how imgportant it :s to you as an
educator in sending home formation from the school. Place a aumber |
next to the category that is most mportant; place a number 2 next to the
second most important category, and so forth.

(nformation on the academic progress of the child.

fhformation on how the child learns at school.

- Information on how the home can help the student to do better in school.

Information on how the child conforms to school standards.

fnformation on the child’'s social adjustment with his/her classmates.

- gformahon on the school's goals and organization.

By now vou wre familiar with siv categories of information that
schools often send to parents and some very specific kinds of information
within cach category. In 1972, 1 administered this questionnaire to a
gronp of teachers and parents of clementary students in the Westhill
School District, @ suburban - school svstemy near Svracuse. New York,
The school district served approximately 15,000 people who were in a
predominately: white, middle and upper-middle socioeconomic group.

Some -of these same teachers had heen g part of a report card
study committee charged with the task o seviewing alternatives to the
traditional grading currently being uscdin the district. The administra-
tign of the school district agrecd o have oy master’s thesis rescarch
px:oj(-ct implemented in the district cwhere U was ateacher at the time)
because the rescarch was seer providitg helpful information to the
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district as it moved toward o change inits methad of reporting to parents.

The categories of information selected for e questionnaire were
determined after careful stndy of current literature on the topic, actual
report cards, and pirent-conterence forms. The words were carefullv
aetlvzed to avaid ;iflll)ifg"llit}'. Eventuallv the list was narrowed down to
a more manageable one of six catesorics. The order of cacl category in
the questionnaire wad  determined by viving cach o momber. then
drawing lots.

The school district was involved in a one-vear pilot project on report

cards using awritten narrative report in combination with parcnt-teacher

conferences. This new form was used with satple of “students in
kindergarten, and in grades one, three, and five. The 208 @Us of parents
whose children were in the pilet project made up the saple for this
vescarch, Al sixty (-h-nu-llt':ll'y teachers were asked to participate,
Anaim of the ariginal research was to find out if the parents of
high-achieving children desire information different from that of the
pareats of lower wchieving children. Furthermore, the questionnitire

reguested informmacion on the parents (age, sex. education ) and inquired .

as to the nmumber of clildren in the fanilv. Teachers provided information
on their age, sex. edneation, winount and kinds of teaching expericnee,
and their range of expericnee with various reporting mcthods,  The
research was an attempt to see whicther ant of these variables made a
difference i what parents desired to receive and teachers wanted to send.

Parents received the questionnaires by mail, while teachers obtained
them at their respective schools. Al FESPONSES WOTE AHONVTLGALS.

. . .. - . i . . .
What kinds of information did parents desire most and desire least -

to receive from the school about theiv child? What kinds of information

did teachers want to send to these parents? The following is a summary .

of the rescarch findings.

Given six general categories of information, parents ranked  first
their desire for information about their child's academic pragress which
the teachers ranked third, (See Table 1) Parents ranked “How the
child learns™ second. while this category was ranked first by the teaclyers.

T.east important to the parents was information on the “School’s vouls ind

orgmization.” an arca rankedd fifth by the teachers. Teachers ranked “Hos
the child conforms to school stindards™ as Teast important. while parents
ranked this vategory fourth, .

What was most important to teachers and parents within cach
category? Table 2. shows this information, ' ~

It was fonnd that factors such as the parents” sex, level of cdncation,
and the achievement level of their child did net significantlv affect the
parents” desire for a particnlar kind of information from the school.
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All All
Categories of Information Parents Teachers
Academic progress ! 1 3
How the child tearns s 2 1
How the home can help 3 4
How the child conforms to school standards 4 6
Child's social adjustment with classmates 5 / 2
School’s goals and organization 6 5

Table 1. Rankings of Categories of Information
by Parents and Teachers

Specific information Specific Information
Most Desired Most Desired
General Category by Parents by Teachers
Academic progress What is my child's

capacity and how
does his/her work

" compare with his/
her ability? Same
How the child learns Does my child apply

what he/she has

learned to situations

beyond the immediate

lesson? Same.

How the home can help How can | help my child
with the problems
that result from physical -
and emotional

growth? Same
How the child conforms ~ Does my child pay
to schoo!l standards attention in class
' . 2nd does he/she
follow directions? Same
School's goals and in what way is my child
organization : evaluated and how What are the long- and
' often does this short-term goals of
happen? the school? '

Table 2. Rankings of Specific Information
Within Six Categories
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Factors such as the teacher's age. education, and teaching experience
did not significantly affect the Kinds ul mh)nn.ltmn that t(.wh(ls desired
to um\( v to parents.

\ltlu)nlrh the findings of this rescarch nay be interesting, their
vilue was primarily to the school district in which the = careh was
done. It would be dangerons to generalize bevond  this sanole anout
the information priorities of all parents and the reporting pn !« 1cues of
all teachers.

The realistic ;ll)l)licnti(m of this rescarch to other school. would
involve, not generalization, but an adaptation of the process used. Indi-
vidual schools and/or school districts can replicate the process ontlined
here in order to find out for themselves evactly what they want to tell
parents and how that relates to the information that parents desire. In
this wav, cdncators can niake their final decision an informed one l).m d
on essential information.

Faurther information can be obtained by extending the aroups
sampled to include administrators and school board members and then
comparing the results of all of the questionnaires.

Another method T have vt aaceessfully rescarchies the problem
more informally. 1t begins with o cross section of parents and edncators
cathered  together, perlaps at a Parent-Teacher  Association mecting,
Since some of the educators will also he parents of school-age children,
they may want to “think as a parent” rather than as an educator when
responding to (uestions.

I¥ivst. parents are asked to think about a particular child and his or
her unigue needs. Then the educators are asked to think abont a par-
ticular aronp of children or even one c¢hild. With particular individuals
in mind. evervone is asked to privately fill out one of the questionnaires,
While the group does this, six farge signs, cach indi ating one of the

catecories of information used in ms hum.ll survey, are taped to different
plces in the roon.

When evervorie is finished, cach parent s ashed to stand by the
sign listing the information that vie or she feels is most important.  After
the parents have gathered hencath the signs, thev are asked to explain

briefly their reasons tor selccting particular (.ll(‘"()l\

An estremely important ground rule s that cach speaker has the
right to be heard withont heing challenged by others. The purpose of
tlns .utnlt\ is to share view pnlnts and not to araque the merits of one's
vie \\p(nnt If participants do argue with one another others mav he
reticent togive their views. To enconrage the expression of all view-
points is one purpose of the experiment.

After @ sample from cach group of parents has been heard. the
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parents are asked to sit down. Now cach educator is asked to stand by
the category which he or she feels reflects the most vadnable information.
Again. verbal explniiions are encouraged. The floor mav then be
opened to questions that clarify o point, but do not challenge what was
said carlier,

The entive process mav then be repeated to ascertain those cate-
gories which are of sccondary hoportance to parents and edncators.
I have found that the parents” group and the edueators” gronp usually
tend to seleet the sime two categories within their top three rankings.
Thus, it is helpful to have the two groups realize, through such a visible
demonstration of theiv choices, how close their valies really are.

Participants are nsuatly verv much interested in how cach group
ranks the specific items within a major category. A vote of hauds will
give a quick reading of where sentiment on these values Hes.

Depending on the energy level and the intevest of the gronp, all six
raukings can be explored in detail, but it is more likely that the partici-
pants will tire after about three categories are exploréd fullv T owould
thercfore suggest that the top two and the Last rankings be the three to be
explored. This process will stimudate a good deat of thought and small
groups ntade np of parents and cducators may have follownp discussions
as i conchision to the evening,

Adapting the Process

It vou are thinking of using the general process deseribed here, 1
would like to make two more smggestions: First, consider changing the
categories (the major or specifie items) o fit the conmmuity and ednca-
tional setting in which voa work, For instance, edncators who have used
this questionnaire have been tryving to maodify the category, “Tow the
child conforms to school standards.™ because of the comotationy of - the
word “conform.” Others have noted that there are no items that deal with
information about a child’s sclf-knowledge. You may also decide that a
certain phrase needs vewording to clarify the meaning for vour commnity.

Secomd, use this process as the first step in vonr attempt to lnglk(- i
chinge in reporting procedires. Leave enongh time for participants to
think throngh all of the issnes raised. Follow up with a review of alter-
natives available, along with a list of pros and cons for cach alternative,
At this point, the guestion that should be continmally asked is, “How
would these alternatives provide us, as educators, with the opportunity
to send parents the kinds of information that we want to send?” Also ask
vourself, “How waould this alternative provide us, as parents. with the
kinds of information that we want abont onr child?”
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The process deseribed here, which was bused on a formal researceh
technique and later adapted to a more informal imeans of gathering data,
should provide educators with the answers to kev questions in their quest
to modify reporting procedures. The answers to these (uestions, by
leading to the selection of appropriate progress reports or report cards,
should increase the satisfaction of both educators and parents with the
new svstem,
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A Change Process for Grading Reform

James A. Bellanca

}

WIHEN A FAMILY plans its summer vacation. a salesman
anticipates a trip, or a track driver receives w cross-state assignment, a
highway map is pulled from the glove compartment and spread ont on
a table. The map indicates alternate router. cenic vistas, ongoing road
repair, and distances hetween towns, It 1ccords Lasforic sites, population
density, and rest stops: it distingnishes major and n:iaor roads, hig citics,
and small towns: it suggests direction, distance. and location. '

As vears pass, a map changes character. - At one tme in long past
vears, nncharted territory waited for the first pioncer to step into the
virgin forest. The first pioncers, guided by instinet and nature's trails,
hacked paths throngh mmapped regions. Map makers, following rough
charts and slim trails. recorded the peenliaritics of terrain. “As new fami-
lies followed, towns grew, farms were plotted, and details were entered |
on the survevor's map. The modern map. intricate in its abundance of
detail. is collected, studied. marked, and remarked as it guides the traveler.

The ereation, nse, and evalnation of a map sinmlates the process of
chnng(- ina variety of Wavs:

The change process is dynamic. A perfect map does not exist. On
the day a map rolls from the printer’s press, it is outdated. The map maker
must restudy the terrain and refine his product. The process of creating
& P NCVET Ceases.
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The change process individuates according to need. A nutp maker
designs cach map for @ <different pudpose: travel, engineering, demog-

‘raphy, geography, He creates a product which cach user may adapt:

the family camping, the salesman traveling, the tourist sightsecing,

The change process distinguishes creaticity, use, and cealuation as
growth components. 1t recognizes that individuals have varving compe-
tence to utilize cach component and encourages cach individual to give
priovity to competency development thmnuh self-direetion. The map
maker, the bridge builder. the geologist, and the gas station attendant
nmia use the same map with different decrees of social value or personal
satisfaction. The geologist locates a <hallov: viver hed, the bridge builder
ases the (hx(mu\ to pl w oa new ochwav, the map maker r(un(]\ the
new bridge: the gas station attaaie topoints cot the distance saved IS
the new construction. The traveli > tevrist ne o ot jndge the contribu-
tion of the previous mappers: ho oi he s thankful for the time saved
by the map.

~The change process values goals not as final objectices which termi-
nate a process, but as clurifying clements in-a self-regenerating eycle.
A road map shows few rbads with a definite start and end. Side roads
How into secondary highways which feed into major CXPIOSSWAVS) CXPIess-
wans dissolve into turnpikes which feed back o to the secondary routes,
A father who plans to travel to Ann Arbor, Mchican, may trace his path
visuallv from his honie on Chicago’s Devon Avesae out to Ildens express-
way, south to the Calumet extension which blends into the east-hound
Indiana Turnpike. At Gary Waest. the interchange cloverleats into 1-947
which travels north and cast to Ann Arbor exits bevond. To close
the (\(l(' he reverses his direction and his eves carry Lim over the same
route or a varicty of alternates back to his homse.

Using Educational Maps

The MAP cvele processes development through these stinges: mea-
suring, actualizing, and performing: :
M: In the measuring stuge, the change agent identifies: (a) purpose of
(h.ulr'(- (b available resources, (¢) obstacles to change, and () alter-
native paths to evelical completion.
A Inthe actualizing staee, the change agent selects: (a goals, (D) strate-
gies, and (¢) evaluation method, |

-~

and () evahuates the process and pl(u]nd.s of MAD,

P: 1o the performing stage, the change agent: (a) cuides implementation
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Measuring

A, Identifving purpose of change

L. Why do we want this change? s

a. What weaknesses do we hope to eliminate from the present svstem?

b. What innovations do we want? What responses do we want from
teachers, from students, from others, as a result of the changes? To
what estent do ve wish attitudinal and/or bhehavioral changes?

e. What negative side-ebects do we want to avoid for the svstem,
for teachers, for tudents, for others? To what extent do we wish
to avoid negative changes in attitude and/or in behavior?

2. What are gur priorities for change?

2. What positive and: negative consequenees are likely to result from
these changes?

b. What are our priorities after we have considered consequences?

B. Identifying suitable resources

1. Given the priorities, what resources are aceded?

a. Which faculty, administrators, stwdents, parents. community rep-
resentatives (identify boundaries from which community resources
can reasonably be drawn) can contribute expertise?

b. What media resources (TV, school library, public libraries, personal
libraries, film, _videotapes, cassette recordings,  simulation games,
workshops, seminars, university classes, night school courses) can
provide the information?

2. What funds are available to finance expertise in and an information

search for areas in which volmtary expertise or information access
is not possible locally?
2. Travel expense funds for consultant time? .
b, Travel expense and stipend pavment funds for consultant time?
¢. Media purchase (books, videotapes, film rental)? T
d. Travel expense funds for stafl visits to consultants or- staff participa-
tion in workshops, in titutes, conferences?
3. How cun the available local expertise, information, or available funds
best serve our purposes? (Rank order.) .
4. How can we best organize our resources to accomplish our priorities?
3. Who will assuine which responsibilities?
a. Who will seck and organize expertise?
b. Who will seck and organize information?
¢. Who will research media possibilities?
d. Who will determine availability and use of funds?

6. How will the committee process this information? <

Identifying Obstacles

1. Which persons (studcnts. parents, teachers, administrators?) will oppose
the change priorities?
a, What form will the opposition take?
b. To what extent will they oppose the change?
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What reasoning will substantiate these oppositional respouses?

How can we deal with this opposition in a fair manner?

D. Identifving Alternate Paths

L Which paths appear wost likely to accomplish our intent?
. To what extent will cach help or hinder? :
b. What are the consequences attendant on each route?
2. What identifving obstacle is the top, priority-among the alternates?
. Actualizing '

A, Detailing the MAP

18

[ ]

Considering the priority path selected, how can we clearly state the goals
we wish to accomplish?

4. What changes in behavior and attitude do we wish to have occur?

b, What modifications of structure, content, or process are required?
Which strategies will we eruploy to accomplish our goals?

a. What alternatives are available?

b What are the consequences of cach alternative?

¢ What are our prioritics based on our value svstem?

d. Who has what responsibilities for implementing strategios?

¢ What are the parameters controlling implementation?

By what means will we evaluate the extent to which we accomplish our
goals?

a. What anticipated or unanticipated changes will we value highly?

b, What are the criteria for suceess?

- B. Evaluating the MAP _

1.

(&)

4.
3.

G

~1

Considering desired change and possible change, does MAP indicate a
probable degree of syceess? z

To what extent are the goals and strategies consistent with our values?

To what extent are the goals and strategics consistent with cach other?

To what extent are modifications needed for MAP integrity? -

To what extent are other possible¢ changes needed in MAP?

To what extent are responsibilities ccually and fairly distributed accord-
ing to ubilit)'. interest, and concern?

To what extent have we considered the full conscquences of this change
for each constituent?

L. Performing

Al Implementing Strategics

18

To what extent are we remnaining flexible by adapting strategies to meet
unexpected contingeneies?

2. How responsive are we to individual need?

b, How sensitive are we to feelings uncovered by stress associated with

~aange?
116



FIO parer v/ CHANGING T10 SYSTEM

¢ How imaginative are we in coping with unespected problems?

2. To what extent are we revining consistent with onr values? )
A To what extent are wee justifving strategy on the basis of objectives?
b. To what extent are we rationalizing crroncous assumptions?

3. To what estent i+ cach individual naintaining his or her responsibility?
B. Evahnating MAP

Lo What positive changes, planned through MAP, resulted from this process?
a. What new anderstandings, attitudes, valies, behaviors, (kills, pro-
cesses, products, performane - or competencies were developed con-
sistent with MAP objectives?
b. What positive changes, tiot planned through MAP, resulted?
2. What negative changes oceurred?
a. Whyare these changes viewed negatively?
b What was the cinse of cach?
¢ How cm we rectify cach?
3. What changes, plinned through MAP, did not occur?
a. Why didn’t these changes oceur?
b Doex need evist now, for these changes?
o so how can we Facilitate these changes?
4o Given the results of MAPR, which changes, not previonsdy planned
throngh MAP, shonld receive privrity attention in a4 new MAP?
a. Why are these changes needed?
h. Who will assume respoasibility to redirect MAP to process the newly
identified needs?
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The Change Agent in Grading Refofm

Howard Kirschenbaum

(’fhunging a school's grading and evaluation svstem is one of the
most difficult innovations to introduce in public or private cducation. New
approaches in one'’s own classroom vsuallv can he clfeeted mueh more
simply, but try to get one's colleagues to clunge and see the resistance
emerge. Few issues are lable to stir stronger emotions or generate greater
controversy, .

The reason is simple. Grading and cevaluation practices are in-

Aegrally related to almost every other aspeet of a school's functioning--

how power is distribited and used, taculty-student relations. educational
prioritics, instructional procedures. administrative politics. parental as-
pirations, the job market, and the like. One does not simply deseribe
three startling rescareh studies and give several arguments supporting
new grading alternatives to a school faculty and expect evervone to join
the reform bandwagon. It is a much more profound reform that the
grn(lin‘g/(~\':1h}:1ti011 innovator is sngaesting, whether he or she realizes
it or not. '

To be a change agent in grading reform requires the perspective of
an organizational development specialist. A careful strategy-is needed.
Such a strategy must be ereated anew in cach sehool and system, depend-
in{,r on the realities of that nrg;mizntion. Some issnes, however, are
common to all educational svstems, Fu]lo\\'ing are 12 questions which
must be faced at some point by the change agent in grading reform.

L. What are our long-range educational goals? Most educators are
more interested i the learning process than the grading-cvaluation
process. But they have learned that evaluation cin be an integral part of

111
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the learnivg process and that a school's evaluation svstem often influences
the tvpe of fearning that takes place, Grading reform, then, is usually a

means to an end—a strategy dvsign(‘d to make a certain tyvpe of lc;lrning

passihle. In this contest the most basic question the reformers must

answer is: What type of education do I value? \What kind of learning

process do T want to see in our school or svstem?

2. What kind of craluation-reporting system is most consistent with

the kind of learning I most value? Clarity on the previous question makes
an answer to the second question possible. Tt also raises other (uestions.
Are there several evaluation svstems that are consistent with my view of
cducat’ m? Are there other legitimate views of ducation and. therefore,
other — almation svstems which should be legitimized? Is my ideal a
schoe ith one learning-evabuation svstem for evervone, or should there
be two or more options? Finallv, what kind of evaluation svstem (and
simultancouslv, what kind of teacher-learning svstem) shall we work
toward?

3. What arc our alternatices for planning and implementing the”
change? People have tried myriad methods—committees, petitions, going
through channels. going outside of channels. position papers. referenda,
articles in the school newspaper, a copy of Wad-Ja-Get? ¥ in cach teacher’s
box.and so on. For every expert who tells us to start at the top and get
the kev administi tors on our side. there are just as many who sav start
at the bottom so the faculty and students do not feel something is being
imposed upon them. What other alternatives are there? What is a wise
strateay? The answers will vary in different situations. By sclecting a
strategy from alternatives, however, with full consideration ‘given to the
probahle consequences of the diflerent alternatives, the change agent’s
choices are more likely to be effective. The next several issues are more
specific subheadings of this question.

4. What resources do we hace acailuble, within the system and
without. to facilitate the change process? Who will support the change?
Who will provide expertise in the various arcas of need? What informa-
tion will provide the needed insight and direction? What funds are avail-
able? With all the resources carcfully identified and cach applied to the
sitiation at hand, the possibility of success increases.

5. What obstacles are we likely to face? How might we deal with
these? Rather than being defeated by unexpected resistance and compli-

! Howard Kirschenbanm, Sidney B, Simon, and Rodney W, Napier. Wad-Ja-Get?

The Grading Game in American Educgtion. New York: Hart Publishing Company,
Ioe., 1971 1y
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cations, it makes more sense to identi the obstacles whead of time, In
that wavosteps can be taken o elimimatee, minimize, or deal with an antici-
pated obstacle when it oceurs, To pretend that evervthing will unfold
smoothvis nnrealistic andd .\('H'-(]('f('utillj_{. ‘

6. How can we huild o supportive elimate? 1t is in an atimosphere
ol trust and openness that people are most willing to change. When they
feel attacked or threatencd. thev cling most ﬁrlnl_\' to the old, secure wavs,
So the change-agent asks: How can we eliminate or minimize student-
l';u:l}lt.\' discord? How can we Keep dines of commumication apen? ow
i we prevent polarization—"us ., thetn 2 How can we counter
student verss student competition wod yaorental worry over college admis-
sions? Even, as o Last resort, it some contiontation is huilt into the change
strateay. the cliange agent knows that after the confrontation, people will
have to hegin cotmunicating with cacl other again, Ultimately, the plan
necds alnrost evervone’s support to suceecd. wnd that can onlv come about
i supportive clinatec.

Vo Have e involeed all interested wroups in the planning and
inplementation process? Sooner or later. o group that is left out of the
change process subtly or (lr:nn;llimll} can hegin to andermine the new
system. Students, l.l('ll]t)'. adinistrators, parents, community members,
school hoard. all Towve some stake in th(-'isslu-—(-.\p(-ciull_\' an issue as con-
troversial as grading. Not evervone mnst he involved from the very
heginning, althone that is one alternative: and there is no one right
wav to involve them (for examples comnumity: control, parent advisory
board.stadent control ). But nnless all those affected feel included, unless
they feel snpportive of the cliamge. inmovation will have that much less
of a chance for success, Aany acgrading reform has dicd hecause of the

“backkash generated by an evcluded segment of the school community,

S. Have we identified the leadership in the various subgroups and
made plans for enlisting their stpport® It is often more economical to put
one’s efforts into winming over a Kev figure in the faculty or student body,
for example, than to spend an cairal amount of time and enerdy trving to
relate to cvery teacher or student. 1t is kev adiministrators, department
chairpersons, student representatives, sports or even gang leaders, teacher
association representatives, PTA officers. aund the like, who can reach more
of their constituents than the change agent could ever hope to influence
direetly, :

9. What means other than lecturing can we use to let people know
tithat we are doing and to involve them in our cfforts? By tatking at

someone, vou reinforee the jdea that it is vour plan which vou want to see

)
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inplemented. By talking wweith them. they can feel that it is also their
plan. Large gronp presentations are often necess: iy, Bt onby in smatler
gronps. whiere pe nplv can tatk through their own concerns and have their
questions answered, will they come to feel i commitment to the change.
When shall these gronps meet? Who shall fead them? What shall th
format and the expected ontcomes he? What will follow these neetings®
There are pany possibilities. 1t is at this arass roots level, thoneh that
the fate of an innovation is often decided.

100 What other changes will a change in our grading-craluation
lead to? Hlow can we best prepare ourselves for these secondary changes?
(’1"ulin(r reform s not a panacei. A new evalnation appro: ach makes
I)U\\ll)lt‘ new ways of leaming and new wivs of velating: it does not auto-
matically bring abont the jovtul utopia that the romantic reformers
proutise, Therefore, how can we develop new currienla, new resources
and new school structures .\ppmpn.m- to our new evaluation \\\tvm'
 Better vet, vice versie What kind of learning do we value? Then, how
can we evathinate it2) Who will take on what responsibilities to see that
our reforms go deeper than the superficial npmtm(r svinbols on the
transceript?

LL Heroshall we ccaluate the new system? As with any new pro-
aram that has existed for atime, some people will want to maintain it
andd some wAAl want to retirn to the previons syvsten Innovators who
believe their o w approach has merit, would probably do well to muster
objective evidence that their plan is working. Otherwise, some negative’
incident, some change in admmistration, or some random event might
be enough to start the whole debate over again, with the tide turned in
the opposite divection. Solid evidence of suecess can stem the tide of
temporary reaction and allow- the innovation the time it deserves to prove
itscif.

P20 After implementation. then what? Taving o new svstem

accepted and implemented is only part of the change agent’s job. Like
anewh planted tree, reform nee s to be properly nnrture «d and pratected.
How can we help all the partios learn to use the new svstem effectively
and to keep improving it? Who will have what l(\[)()lhl])llltl( s once the
systen is adopted? How can we evaluate onr cfforts?  What further
(.]l.lll”(\ will be ndeded? When guestions like these are not faced carly,

achange that got off to a good start can soon begin to falter and eventu: l”\
fail.

To sunmuarize, it is a very different thing to try to bring grading
reform to an entire school or system than it is to change evaluation prac-
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tices i one’s onn chissroom.  In amy comples organization. there are
numerons variscebles and pittalls that nust he planned for if the change
is to be clfected successfullve 1 have attempted o raise some of the
ukjor questions 1 think propoucnts of evalnation reform need 1o Jdeal
with seriotslv. T have not tried to answer these guestions. bhecanse |
have neither the time vor the +isdom to formmlate a plan of change for the
hindreds of different <0 - s in which arading alternatives are heing
“considered. Hopefully . these questions will spuar the individuals in cach
situation to think more carctullv abont the issnes involved in change and,
theretore, to make decisions which are. in the final analvsisc more
rewarding,
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The Day the Consultant
Looked at Our Grading System®

Sidney B. Simon, Howard K irschenbaum,
and Rodney W. Napier

Y
RY

A CONTROVERSY OVER the grading svstem has been
raging among students and faculty at West High, a large suburban high
school outside of one of America’s largest cities. '

It all began with an argument in one English class on the question,
“Can you ‘grade’” poetrv?” The argument spread and drew more and
more teachers and students into rapidly polarizing camps.

Some of the students put out a position paper on the grading prob-
lem. 1t was circulated throughout the school. One class made a commit-
ment to change the school’s grading svstem, come hell or Ligh watcr.
A very suecessful alumnus canie back to West High to address an assem-
Hlv. He had won cevery academic honor in the book, Fut he caught
evervone off guard with a speech consisting of reasons why he now felt
that his formal education was a pointless charade because hic had sue-
cumbed to the pressure to get grades. :

He stirred up a lot of discussion. Students became enthusiastie and
concerned. The faculty grew nervous, and the administration knew it was
sitting on a powder keg. Rumors flew. Anxious parents called the school

° The above artiele is reprinted with permission from: Phi Delta Kappan 51:
476-79; May 1970. It also appears in: Howard Kirschenbaum, Sidney B. Simon, and
Rodney W. Napicer. Wad-Ja-Get? The Grading Game in American Education. New
York: Hart Publishing Company, Inc., 1971. Copyright 1971 by Hart Publishing

Company, Inc. e
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to warn Mr. Fusari, the principal. not to do amvthing to jeopardize their
sons” and danghters” chances of getting into aood colleges. Some faculty
members quictly enconraged students to bring about the revolution in
marks.

Just before the action reported L. L a group.of moderate and con-
cerned teachers approached My, Fusari, telling him that he mos ke
action. They argued that grading practice was already a major isvee for
the students and that the faculty had better cone to terms with the move-
ment pretty quickly. They asked for a special f;lcult}'-mv('ting to discnss
the grading problent. )

Mr. Fusari agreed to eall such a meeting. His styvle was to bring in
anold and trusted friend. Mr. Blanc. from the local state teachors college,
who would give a solid, wnesceptional tatk to the faculty on what the
rescarch savs, cte.—nothing controversial, fair to all sides. In his clicheé-
driven career, Mr. Fusari is firmly committed to the notion that “more
light and less heat” is necded these davs. But the special facnlty meeting
must be held this coming Fridav if it's to be held at all.

As fate would have it Mr. Fusaris edncation prot can’t make it,
but Lie finds a substitute, a vounger member of the department.. Mr. Blane
doesn’t know much about the new fellow's views on grades, but he does
Kknow that the neophyvte has a solid research backeround and “should do

-

a very competent and professional job for vou, Mr. Fusari™ © .

The substitute is invited and he accepts. The meceting is announced
the nest day to the faculty. What follows is ‘an account of the meeting,

The sun splashed througly big windows and painted the library with
pale vellow streaks. Tt was Fridav, and Mr. Ingles looked down at the
students filling the witikwiays and the grounds below. ,

“Lucky stiffs,” Mr. Ingles niuttered to no one in particular, as he
turned from the window and headed for the tarnished metal coffee urn
on the long center table. -

“What's the matter, My, Ingles?™ Miss Dovle said, "Don't vou like
donnts?” ‘ :

“Not at 3:13 on a Friday afternoon.” he told her, filling his clinical-
white styrofoam cup with black coffee. “but since vou insist.” He fingered
what he thought was a jellv-filled” donut and bit into it.

"I Jdon't insist,” the Lady answered, “but they were made by my
fourth-period class especially for the faenlty, and so Tl insist for them.”

Jelly spurted from the oppusite end of the donut and dripped onto
Mr. Ingles hand. “Well, give them my compliments,” he said, as he

walked to.a seat, licking the jelly from his fingers, “and an ‘A’ for effort.”
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“Thanks,” she smiled back at him. and then turned to wateh a
stranger come into the room. tlinked on both sides by Mr. Fusari and
Mr. Crewson,

Mr. Ingles sat down, away from the other teachers. and sipped on
his coffee, w .utmﬂ for the meeting to get under wav. He didn’t like these
faculty mectings, (spuml]\ the ones that were called without notice, anl
cven more (sp((m]]\ \\h(n it was Friday. He had far more important
thm('s to do than listen to sonie colle e plot( ssor talk about grades.

“This is Dr. Richard Miller from Central State. 1¢'s in the Psy-
chology Department there” Mr. Crewson was saving to Miss Doyle.
“He's going to be talking to us this afternoon.”

“HiL™ Miss Dovle greeted the voung- looking slightly built man.
"We have coffee and donuts, W ]mt can I get vou?

“T'd really like something,” 1 . Miller said politely. “but T think T'd
hetter go to work.™ He pointed t() some cquipment being wheeled in by
two bovs from the AV Department. "So we cau all get out of here at a
reasonable hour.” He smiled and nodded and then walked toward the
bovs. On the cart was an overhead projector. He directed the bovs to
set it up, then, turned his attention to @ small, strange-looking g.ldgd
that resembled a miniature version of a computer, some what similar to
those one might see on television during clection-night coverage..

. Though w substitute for another speaker Mr. Fusari had originally
invited. Dr. Miller felt assured.. He was excited and as he worked he swent
over what he was planning to say to the West High faculty—or to any
faculty hie would ever get the chance totalk to on_the subject of gmd(x
He watched the teachers filing in. e heard one or two of them com-
plaining about how late it was, a few outbursts of not too enthusiastic
laughter. Then Mr. Fusari was introducing him. It was time. He turned
and walked quickly up to the speakers table, shook hands once more
with' Mr. Fusari., and then ]ool\( d out at the teachers waiting for him
to begin,

“T hope vou are feeling experimental todav,” he said, “and 1 hope
vou don't mind being guinea pigs for the next half hour or so. Now
T understand that vouve been looking at the issue of grading here at
West High during the past few dayvs, and I'd like to put vou and this
computer (he pdtt( d the strange- lm)knw machine beside hun) to \\orl\ on

~ that subject for a few ml(_ulat( d experiments. Okayv?”

A few groans came from the audiencee, and one or two of the teachers
started to w lnsp(r to cach other. Dr. Miller turned his eves to the ply-
wood lectern and studicd the rather lively four-letter words carved into
the surface. He smiled at the idea of reading out a few of them to the

125



O

ERIC

Aruitoxt provided by Eic:

THE CONSULTANT LOOKED AT OUR GRADING SYSTIIN 119

teachers to graby their attention. Instead. he waited a few seconds nore,
marveling at how some teachers conld, without ciibarrassment, act just as
they told their own students not to act. )

“T'm going to give cach of vou one of these cards.” he continued,
holding up a handful of computer cards, “and then 1'm going to ask some
questions concerning vonr attitudes toward grading, We'll find out pretty
quickly where vou stand on the issue.”

The A-V crew. finished with the ()v(-rhg'nd projector. had already
started passing out the cards and special peneils. When the job was

finished., they left the room,

Dr. Miller flashed on a transparency of the 1BM card. “You'll
notice.” he said, “that there is no place for vour name. This is so vou'll be
as honest as possible without intimidating vourself or anvone clse. There's
room for 20 answers on the card, as vou can sce, hut I'm only going to ask
1O questions now. When were done 11 run the cards through the com-
puter. While thevre heing tabulated. 1 have another experiment which
I think vou'll find just as interesting, For that one 1l need all of vou to
sit with vour own departients. And so after evervone is finished. please
shift accordinglv.” :

Dr. Miller turned back to the sereen and exphained that cach of the
questions required the teachers to consider a factor which they helieved
should or should not influence grading. “For example.” he said., replacing
the first transparency with the second one, 71 might ask whether vou
think a stadent’s race should affeet his grade. You answer by coloring in
one of the five possible replies printed on the card.” His finger projected
large and black on the screen and touched the seale to which he was
referring:

Transparency No. 2=Scale To Be Used
A, It would be very important o consider this item when grading,
3. Somewhat important, .
C. T have no strong feelings cither way.

—_—

. Should not be considered very heavily when grading.
K. Definitely should not be considered at all when grading,

“Should we answer that Last question?” someone asked.

"No,” said Dr. Miller quicklv. And then, by shaking his head and
crossing his forefinger against his lips, he indicated t!l;lt the time for
talking was over. . -

“Number one,” he said, in a much louder and more impersonal
manner, “Do you think a student’s LQ. should be taken into consideration

- . 1yey . ’ v . [+
in his grade?” He had written cach question out on scparate transparen-
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cies and he placed cach of them on the projector in the ovder in which
he asked them. -

“Number two.” he continued. “Should final exams be taken into
consideration when grading at the end of the semester?™ o

“Number three: Do vou think weekly quizzes should be used? By
that,” he clarified. "I mean one quiz a week, whether it is surprise or
stheduled, but with pe rect regularity,” '

"Four: Where do vou stand on a monthlv test—or at least one large
test for cach marking period?”

“Five: Should a student’s popularity with other students enter into
the grade?” g -

The voung professor paused then and waited for the slower teachers
(m perhaps thc more contemplative ones) to cateh up: Periodically, one

- two of them glaneed up at the sereen or chewed nervously at thc
Unds of pencils ])(fmc m.nl\m(' the cards in front of them.
“Number six: Should class participation be considered in the grade?”
And then quickly .. "Seven: Is the student’s social class a factor? Eight:
Should the xtudcnts ability to give vou back ex cactly the same answers
vou want he considered? (A few ironice giggles rlpp]('d ucross the room,
but Dr. Miller kept going.j Nine: Shonld the stndent’s ability to take
issue with what vou sav. to argue and sorectimes to prove you wrong, be
considered? (\I(nc ﬂlm’]c A sigh. A groan.) And the last one: \Where'
do vou stand on th(- ld(‘d of a amrve? T mean on the premise that there
should be an cqual number of people receiving low and high grades?”

The sereen contained all 10 questions now, in addition to the rating
scale. and Dr. Miller gave the teachers a few more seconds to cheek their
answers hefore he called for the ¢ ards, _

Mr. Ingles seraped his chair against the hardwood floor and joined
the other teachers moving around the room to gather with the people from
their own departments. e glanced at his watch. shook his head, and
thought about the lawn he would not hé mowing that afternoon. At least
it was not a straight lecture—at least there was something to do, he mused
to himeelf as he joined his fe Jlow science instrnctors. fll('\ were all sitting
and discussing their answers, bhut Mr. Ingles remained silent.

, .

“Through the light-fingered (»ﬂmts of some of my students.” Dr.
Miller was saving, “1 have obtained some actual test papers written hy
students from uth(r high schools in the citv. Now these have heen duph-
cated. and I'm going to give all members of cach de ‘partment it copy of
the same paper. You g e the paper as if it had been written especially
for vou. The idea. of course. is to see just how close vour marks will be
to those of vour colleagues.”
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Mro Crewson and Mr, Fusari wore ;dn-:ul_\' p;lsx‘ilig out the papers
and red peneils, “Auv predictions?” Dr. Miller queried softly. .

Mr. Ingles seemed to come to life for the first time that afternoon,
His hand shot up. “I'lt bet that the Lnglish teachers have a spread of
30 or more points.’bnt those of u in math .od sciences will be as close
as fiye points straight down the Hue™ My hogles was grinming and his
associates around him were nodding their neads. Not a word cune from
the English Department. My, Ingles grinned even more,

Smiling. Dr. Miller said: “Are vou readv? Remember., consider this
test paper a real one and vrinde it as vou wounld if it belonged to any one
of vour students.” He paused for a second, smiled once more, and con-
tinued with his instroctions: “Eves on your-own paper. Do vour own
work.”

The Targe room grew silent: onlyv the sonnds of turning pages and
the efficient clicking of the little computer conthd be heard. Outside a truck
passed. A car horn blared, '

“Finish up now.” Dr. Miller's sharp voice sliced through the silence.
“Actually. 've given vou about twice the time vou would take if vou had
a whole stack or papers in front of vou.”

There were a few sotto roce remarks as the teachers placed peneils
on the table and sat upright once more, _

“Put a grade on the paper.” Dr. Miller told them. “but not vour
name. and hand then in face down. One person from cach table please
collect them and trade them for a bateh from a table not in vour subject
nnatter.” . )

Mr. Ingles™ table had traded with the English Department, “ev.”
he said loudly, lunking over the paper e had been handed. “Somehody
in English viisspelled commitment in his marginal notes.”

Dy, Miller interrupted the Laughter almost before it started. 1t was
getting fate and he still had quite a lot to do. “Okay. Since English seems
to be considered so vulnerable, lot's hear the spread of grades vou gave
that essay question paper on Macheth,”

He asked for the hands of those people holding English papers. He
nodded. Then he asked for hands of people with English papers graded
below 70 or “C." Two went up. “What were the actnal erades? :

~ Fhave 68,7 one teacher said from the back of the room. .

“This one has a farge "Cwith 4 small minus circled in blue ink.”
It was Miss Dovle. “Mavbe it means one is for content and one is for
grammar.”

“You get an A" someone from the English table quipped.

“Okay. hold on,” Dr. Miller called for quict. Then he asked for
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people with an Enghsh paper with an “A” or with 90 ovmore. Three more
hands went up.
“Abal What did 1 tell vou™ My Ingles said trivmphantly, now very
much interested in what was going on, Y
“What are the actual @rades and comments?” Dr. Miller asked.
"*A=Very thought- pm\okm"
“Couldn't agree with vou less.” ™ came the second answer, " hat 1
adhnire the way vou put it
“I've ot an even better one than that” said a thivd teacher. " A--
and B-- cqual B -
“That's scparate grading for grammar and content. then figured
tegether.” someone said \tnm]\ from the nglish Department. No one
looked too happy there,

“Well now.” said Dr. Miller slowly. pacing back and forth in front
of the lectern. “who is right wid who is wrong? Is it an A" paper or a °C’

paper? Or is it some where in between? And for that natter.” he con-

tinued. “what would have happened if vou had known the student? And
what if this were the 35th paper vou read at one sitting instead of the
first? And perhaps éven more re Jevant. would the <fmdv have been the
same, sav. i this were a Mondav instead of a l!ldd.\f) 1 wonder . .7

“Look. Dr. Miller.” My, Ingles stood up quickly. He was no longer
smiling. "Yon may be making some points where it concerns the English
D(putm(nt but T'd like to see the spread among the science papers if
vou don’t mind.” .

The professor nodded. "Okav. T suppose that's a iair request. Let's
do it with a show of hands. How many science papers were marked lower
than "C.7 69 or under?” he asked. Two hands went up. "I_th\\'vcn 70 and
7927 Two more hands. “Over 9027 One hand.

“Why this is ridiculous.” NMr. Ingles shot up again. “T don't believe
it. There are only seven of us in the department and that paper deserved
asolid B~

“You're crazy.” Chiff Harper stood up and faced him. “Just because
the kid has the vight answers doesn’t mean he knows how he got them.
Caless a stundent goes throngh the entive process. T take off points. Docsiv't
evervhody?”

“F don’'t know about evervhoady.” .\Ir Ingles sputtered back, his face
turning pink. "I onlv know abont me. 1 don’t worry about cheating or
about colle ¢ting scrap paper. 1 worry about whether a student has a
right answer or a wrong one, and this kid did the job.”

The debate between the two science teachers was drowned out by
a hubbnb of controv ersy that had (rnpt( d around the room. Dr. Miller
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allowed the teachers to argne amony themselves a bit longer as he said
something in Mr. Crewson's car. Mi. Crewson nodded. then Dr. Miller
walked back and slamimed his fist on the table for yniet,

“Nold on now.” he said, "It (nite obvious that grades mean differ-
ent things to different people—even in the so-called objective disciplines
like math and science, Now let's try one more experiment before we call
it a (l;l)'."

He dido't wait for comments, He asked the teachers to get out a
picce of serap paper and put numbers on it from one to 10,

“This is a quiz.” he said, “and may be nsed to determine vour nest
salary increase.”

Mr. Ingles glared np at the professor. along with a few other
teachers. This time there was no Lwghter, Dr. Miller ignored the hostil»
faces and hinnched right into the questions, "Question ones What is a
standard deviation?”

“You must be kidding.” Miss Dovle said loudly.

He was not kidding, :

“Question two: Explain what a mean is. Three: Define median.
Four: What is o’ normal .distribution? Five: What is a reliable test?”

MroIngles threw down his pencil. “This is ridiculons.™ he said,
“What's he trving to do?” His face had now turned a glowirg red.
Dr. Miller ignored the remark and the groans and sighs of disgnst. Inex-
orably, he asked his questions in a cold and confident staceato,

“What is validity? What is ol)j(-cti\'it_\":’ List the measurements vou

use to determine the teliabilitv of one of vour own tests. How do vou

know that the st quiz vou gave was valid? And finally, tell me please—
just tell me—what right von have to arade other people’s children,”

The room was silent as Dr. Miller looked out across the plvwood
lectern at the West 1igh faculty, He wanted to look at their eves, he
winted to ask them these questions again and again until he got his
answer, the only answer that they could possibly give. But no one—not
one teacher—would ook back at hin. Fingernails were being studied.
Desks and papers and the floor were under examination. And looking out
at those hiding faces. Dr. Miller was angryv, '

He had told himself that he weuld be cold and scientific and caleu-
fating, that he would try to be objective and understanding and imper-. !
somal. But he was also angrv. e was vitally: concerned with the way
these people in this room on this Fridav would from now on confront the
problems of evaluating their students.

“I suppose T should apologize,” he said finally in a very soft and
controlled tone, “for the harsh way T asked those questions. But my ‘own
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objectivity, where grading is concerned. is sometimes very strained. You
see. grades to vou are just incidental letters and numbers, hut to students—

especially students todav—grades mean much nmore. Don't vou see?”

He walked around the table toward the taculty. “Grades can -and
often do determine who is sent to Vietuwn: grades can svstematically
screen out lower-income children from getting some of the henefits that
their more wealthy peers take for granted.

“T think that th(-rv's'n()thing—lmthing that more eflectively separates
students and teachers—that drives them actually into warring camps—than
grades. The student has his crily sheets, his rote memorization. his apple
polishing. Teachers combat these devices with Mickey Mouse assign-
rents, surprise quizzes. notebook checks, tricky multiple-choice ques-
tions.

UGrades have made us into overscers driving the most reluctant
group of ficld hands ever kuown. Grades have made us puppeteers pulling
the emotional strings of live marionettes. Grades have made our students
believe that ‘wadjuget is the most important word to be used when
summarizing their own ceducation.”

Dr. Miller turned and walked quickly to the miniature computer.
He picked up the printout and hield it in his hand without looking down
at it. _ g
“I think there are serious problems in this high school—as there are
in so many other high schools—problems that hoth teachers and ndminis-
trators need to face. We can see it in this printout,” he said, pointing
down at the long white sheet coming from the maching. T see a tre-
mendous spread of opinion about which kinds of things should be con- -
sidered in grading, )

“Take Qlivstion Seven,” he continued. “More than SO percent of
vou said that social cluss should not be corsidered when grading. And
vet vou are all aware that students in the general scction of this high
school are there hecause of their social class, . You justify not putting them
into college entrance sections on the grounds that they are too lazy o that
thev supposedly cannot read. Those general students have been ncatly
classed out” of the rewards of this school and vou and teachers like vou
have done it to them.

“Let's go to Question Eight. "Should the student's ability to give vou
back exactly the answers you want to hear be considered in his grade?”’
Ninctv-five percent of vou said that it should not be given much weight;
it should definitely not be considered when grading. But I wonder. Do
vour students have this understanding?

“T recently interviewed 350 of vour students in the context of a
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rescearch on student dissent 1 am doing. I am convinced—I was told—that .
students think that not giving your answer—the answer they think vou
want—leads to a lower @rade. You may not have tried to do it, bhut that's
what vou have accomplished, “Give them what they waut to hear,” vour
students sav of vou, “and do it n athy, without erasures.” ™

Suddenly Dr, Miller felt very weary. Tis suiteoat, the bright library
lights, even the weight of the printout in his hand seemed to put unbear-

. able pressure on his arms and shoulders.

“T'H leave this printont with Mr, Fusari,” he said quictly, “and T'm
hoping that he'll want to eall another meeting about this topic in the
near future. Thank vou very mueh for vour time and attention,”
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Changing the Grading Game:
A Chronology of Progress and Pitfalls

James B. Van Hoven

IN SEPTEMBER OF 1970, the teachers and administrators of
Briarchiff Manor Middle School, Briarcliff, .\c\v York, agreed that report-
ing practices must come into line with the school’s instructional philosophy
and practices. From that initial decision came a three-year struggle which
combined the wishes of the ficulty, the wants of parents, and the needs
of stadents into a reporting Svstcm \\'thh continucs to cvolve.

The historv of the Lhangc which occurred during the 1970—1973
school vears i3 outlined here. The change process, as adopted by the
administration and faculty, provided the framework for each yecar. These
were the major steps taken:

o Identify staff and community assumptions. The assumptions
could include hopes fears, attitudes, or values of parents and staff;
e Take action which will consider all assumptions;
¢ Measure reaction;

e Devclop strategics to support positive reaction and correct causes
of negative reaction;

o Implement as board policy the best attributes of change.

As one scrutinizes the history of change in the middle school’s
reporting system, one should recognize the following:

¢« Change does not come swiftly or strongly, but through a slow
evolution which involves all persons—school professionals and commu-
nity—in the decision-making process,

’ 126
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o Change is not a win-lose game. It is compromise in the search for
the best results, those which satisfyv sonmetimes conflicting needs.

e Grading changes do not oeeur inan instructional vacuun. Grades,
report cards, or other evaluation instruments must coincide with the
instructional practices of the school.

1970-71
I Strategies for Change
A, Staff ’

.-‘\ssmnption #1: Hcportin}_; practices and instructioma) strategies are mutu-
ally interdependent,
Assumption #2: Theretore, a chauge in one should necessitate a change
in the other. : B
Assumption #3: Changes in hoth are uecessary in order to humanize and
individualize instruction. :
The stall identified and agreed on the need to chauge reporting practices.
Thercfore, practices were changed hefore or while changes in instructional
strategy began. These changes then affected the: direction of jnstrictional
change.
B. Community
Assumption #1: Adequate information, rutionally presented, can persuade
people to aceept change
Avsumption #2: Parents desire more information about their student’s
progress.
II.  Action
Traditional letter grades-were eliminated and replaced with @ system involving:
® Checklists in each subject area reflecting important behavioral outcomes
for students; student ratings on a-five-point scale for cach area relative
to the school's perception of his/her petential, :
Narrative reports (two per year per subject).
Purent conferences (two per vear).
II1.  Reaction

A, Staff began to individualize and humanize cducation and berame com-
mitted to continue progress toward these goals,

B.- Many parents were confused or hostile to changes, claiming that competi-
_tion was essential in schools, that colleges required grades, and that the
schiool was too soft.

C. Some parents polled the community informally and found overwhelming
interest in grades.

IV. Re-reaction

A. A parent-teacher group was formed to poll the community scientifically.
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B. ‘The principal organized comunity coffee-hours to explain school programs.

C. The scientific poll noted above indicated that most parents aceepted  the
changes made.

D. The principal and staff coneluded that progress-related “potentinl” was inap-

propriate and that rather, progress should be relative to instructicnal objec-
tives.

Final Action

A. The board of education required a medification of the Pupil Progress Report
to reflect a student's standing relative to his or her peers (at, above, or
below grade level). :

B. The board of education endorsed the concept noted in Section 1V, D, above
and directed the stafl and principal to clearly define the objectives of instrie-
tion for all subjects. As this was done, the checklists (Pupil Progress
Reports) would be phased out.

Strategies for Change
A. Staff
Assumption # 1: It would be rebtively casy to define instructional oljectives
for all subject areas as well as appropriate learning activitics.
Assumption #2: Reporting progress relative to student potential is an
improvement over past practices, but is not as appropriate as repoiting
student progress relative to instruetional objectives.
B. Community
Assumption # 1: Most people in the community have actepted the acw
procedures. ‘

Assumption #2: People can only take so much change; a low profile is
now needed. '

Action
A. Numerous workshops were held with staff members to inform them about
instructional objectives and how to identify them. ~

B. The reporting system continued as modified at the end bf the previous year,

C. A staff committece met in the spring to review the next steps regarding
reporting.

‘Reaction

A. Most staff members reacted adversely to the identifieation of instructional
objectives because:
1. Instructional ()l)jc&tivcs can best be identified only in areas that are
seqquential and/or cognitive. 3
This approach came to be seen as being in conflict with humanization.
It raised the issue of staff accountability.

©
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4. More work was required.

5. It was anew idea, ,

B. Since no vigible changes in the reporting svstent were made, the community
remained silent.
C. The faculty committee recommended:
I. Minor changes in the dates and times of conferences.
Minor changes in the content of the checklists.
The establishimeut of a parent-teacher committee to examine, in depth,
the reporting system, :

2.
3.

Final Action

A. The board of educaticn peruitted minor changes in the content of the
checklist, hut did not vermit changes in the dates of reporting, since the
staff had not completed the task of developing  instructional ohjectives,
It directed the principal to continue to pursue this objeetive,

B. A parent-teacher committee was formed to ook at ‘the whole process the
following »ear.

1972-73
Strategies for Change
A. Staff

Assumption # 1: Most issues are not “either/or.” “black or white.” Identi-
fying and sequencing instructional objectives, where possible is not
inconsistent with hwaanistic goals,

Assumption # 2: People learn the above by having increased information

_and working through problems together,

B. Community

Assumption #1: A group of parents and teachers representing all ranges of
opinion, by being better informed and by working. through problems
together, will achieve consensus .that a reporting  system linked to
general instructional objectives should be implemented.

Action

A. Staff, through increased sophistication and work in individualization, began
in some areas to identify and sequence instructional objectives (for math,
English, social studies skills, foreign language, and science in particular),

B. The parent-teacher committee, with polarized parent representatives (screams-.
ing liberals and arch conservatives), fought like tigers. The committee's
final report was very general with few recommendations, but contained the
observation that there was apparently “little dissatisfaction” with the middle’
school reporting system. The report reinforced the feeling that reporting
based on student potential was inappropriate.

As of this date, an equilibrium has been established among parents

and teachers regarding reporting. Neither group is entirely happy with
the present system. The staff will not move back to a traditional system
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nor would the commanity as a whole want to. On the other hand, the
staff has not achieved the goal of sequencing all appropriate instructional
objectives-and activitics, ;llthough some notable progress has been made.
The community would probably welcome such a development, since it has
a clear, rational base and since community members are quite well
informed about the issues involved, )

In sumiary, the existent svstem continues to report on the basis of
student potential, using conterenices, narratives, and checklists. Despite
this obvious flaw, the foltowing advantages have acerued:

"o The concept of failure has practicallv been eliminated’ from the
svstem, ’ ]

o Communication between the school and parents regarding pupil
progress has bheen vastly increased through the conferences and narratives,

e All the misinterpretations and inacenracies of the older svstem of
single letter grades were eliminated. _

o The staff members have recognized the importance of instructional
objectives and appropriate learning activities and have continued to
develop and refine their individualized programs,

/

[
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- The Principal Looks at Grading Changes

William J. Bailey

<

IF YOU ARE a principal or if yvou know one, vou agé aware
that principals receive considerable criticism for almost cverything
they do. On the other hand, vou should be aware that a principal is
often the key person in bringing about significant changes in education.
Bringing about change, however, can polarize many people.

"One area in which the principal is sure to poiarize opinions is that
of grading system changes. Surveys have shown and logic tells us that
maki.; i change in the grading svstem is extremely difficult, something
like 1, ing to move a cemetery—a change that causes many' people to get
excited. .

However high the risks, the thinking principal must continually
cxamine and revise the student evaluation system. Evaluation is crucial
to student progress and is a significant part of teachers’ instructional
strategics; it is also an important component of organizational growth
and prosperity. If the building principal thinks that conventional grades,
with their normative connotations, are “degrading” to students or at
least inadequate measures, then he or she should examine many alterna-
tives and start the change and/ or revision process. _

This chapter will delincate some relatively ! safe ways to change
the grading system. It is based, in parl, on the author’s specific experi-
ences at Concord High School in Wilmington, Delaware, where significant
changes were made; and it is also based on a variety of internal and
external consultative experiences in grades 1-12.

! Interpreted as “avoiding being fired.”
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Change Agentry -

Leslic This.* in A Guide to Effectice Management, points ont that
change can be cither proactive or reactive, Applyving this concept to
grading changes, one would think_tlmt it the principal waits for other
schools to change: for parents to complain: foe lawsnits to arise from

- accomntability: concerns: for alternative cducation groups to apply pres-

sure: or for other external forces to emerge, then he or shie can be said
to be “reactive.” The reactive change agent may facilitate the change;
but there is a tendeney for hint or lier to lose contro! gver the onteame,
for the project to be done piccemeal, and for the product to be incon-
gruent with the original intent. .

The “proactive™ principal, who acts as a change agent. plans for
the change in a positive wav and thus, gains greater control over the
outcomes. This inside-ont process initiated by the preactive principal is
necessary for accomplishing changes in the grading process. The task
is complex and needs careful planning,

There are two modes of change “tracks™ for altering the grading
svstem. One is the radjeal approach, which might bhe used by students
or revisionist faculty groups because both are normallv removed from
the power souree. The proactiv:- principal is close to the power sourcee,
by definition, and thus can nse conventional management methods of
change.  These include regular technigues of comnnmication  within
organizations such as memorandums, position papers, reports, mecetings,
committees and task forees, seminars, pilot studics, and others.

Structures, Processes, Attitudes

Once the proactive prim-ipnl. using conventional means of influ-
ence, begins thinking. he or she needs o plan of action. One very effective
concept of social change, called the SPA formmla, has been developed
by Goodwin Watson.* Bricflv, this entails social engincering. It first
calls for a change in structures (S). which in turn causes people to alter
processes (P) of operation and behavior, which then gives people a
chance to dv\'clnp a change in attitudes (A). This can be a very helpful
concept from an organizational point of view, in that a group must

2 Leslie E. This. A Guide to Effeetive Management, Reading, Massachusetts:
A(]dis(m-\\'cslc.\' Publishing Company, Inc.. 1974, p. 187.

# Goodwin Watson, editor. Change in School Systems. Washington, D.C.:
Cooperative Project for Education Development. National Training Laboratorics,
National Education Association, 1967, p. 25.
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experience a normative  attitude ('h;mgv in aceepting innovation, it
proper and lasting implementation is to occur. An example of  this

concept-follows.

As principal of Concord High School where radical grading changes
took place. 1 initiated changes in basic strnctures. Specific: changes
included  individnalized learning strategies,  mini-courses,  self-paced
instructional materials, independent study, team teaching, liberal drop-
add policies, varied time intervals for grade reporting periods, pass/fail
courses, liberal “incomplete™ policies. nongradedness, the use of learning
reeveling patterns, and eventually, the dropping of failing grades (E).

All of these structural changes began to expose the inadeqnacies
of conventional normative grading. Thev caused teachers to look at their
practices of reporting student progress i a different light. Two examples
of this were that: (a) teachers (team teaching) began to share their
grading practices: and (b)Y the self-paced learning strategies made it
difficult to nse the “curve,” In effect. we began to see changes and
alterations in process behavior—in the procedural operations of evaluating,

Once people began to hehave in a different manner. they hegan to
change their yalues and their attitudes about students. student achieve-
ment. and the grading svstem.

Compliance, ldentification, Internalization

7 -

Another “formula™ that nay prove uscful in cffecting change s
based on compliance, identification, and internalization (CI1).* 1T view
this as a helpful awareness of the personal. internal process of change
that parallels the SPA organizational or group change. In other words,
the first sign of change tor an individual is based on his instinetual needs
to confor: or comply. The boss or some program cdict has pressured
least some minimal overt changges. Although these changes are at fiz-.
superficial, the individual's motivation to conform becomes an important
incentive in making the grading changes. There is a general need to "ot
in Hue,” at least with minor changes, because “a school should be
consistent.” .

The nest thing that can happen is a psvchological process involving
“needs of identity.” Peer and program identity can be a significant
motive in bringing abont permanent change. New ideas and programs
receive notoricty and attraet attention. Even if the attention is negative,
it can serve to bring a staff together and lead staff members to idcntff)'

4 Herbert G Kelman, “Complianee, Identification, and Interaalization: Three
Provesses of Sttitude Change.”™ Journal of Conflict Resolution 2(1): 51-60; 1938.
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with the cause, The proactive principal must watch for these signs
and use them constructively. :

The individual change that can then oceur is internalization: The
individual has first conformed. then identified with, and now fully believes
in the idea. At the internalized stage, he or she will e glad to defend
the new grading svstem in public. This formula of CII is not seen by
this administrator as a social engineering deviee, but rather as a dcvclop-
mental pattern for which awareness is helptul.

h

Social Engineering

There are. however, definite change strategies. lassificd as social
engineering, that can he used in naking grading changes. If the term
social engineering bothers vou. then remember that this wethod of
change does not have to be manipulative (sceret), as the principal can
he very open and honest about its use.

Social vngim'(-ring strategies one might vmp]oy can be ategorized
as: cconontic, authoritative, fellowship. rational/logical. cthical. and
political.> The categorical terms are somewhat sc]f—(-xplunnt(,r.\'. but
examples might be helptul. ;

A model of the economie strategy was demonstrated at Concord
High School when the school was able to ceceive a Title 11 Grant to
implcmcnt Rl pl'opo.s"v.' for an alternative gl':lding svstem, The grant
reinforeed the ‘professionals who were cager for the change, encouraged
those who freviously had been reluctant. and convineed some members of
the critical public of the credibility of the project. Of course. the money
was helpful in dv\'vloping content through in-service workshops. but the
strategy was very effective in terms of facilitating the ch;mgc. In this
ase, the result was a performance-hased, criterion-referenced svsten.
_ Another important strategv. which is part of the feHowship ategory,
lies in developing support groups. At Concord it worked in the following
wav. As principal. I made friends with several of the informal leaders in
the school and over nany cups of eoffes in a variety of settings, we
developed a mutual feeling of trust, and shared vilues about student
evaluations.  This nucleus eventually spread to a lurgof group whose
members became convineed there was something we could do. Their
influence on the more reluctant ones was immeasurably helpful in imple-
menting the actual change, )

Politically. this support group convineed .enongh of the staff so

* Addpted from Kurt E. Ohnosk. “Seven Pure Strategies of Change” In:
John Jones and Williun Pfeiffer, editors. The 1972 Handbook for Group Facilitators,
La Jolla, Califarnia: University Associates, 1972,
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that at a crucial moment when o faculty vote was taken, the new approach
was accepted. Without this political influence. the plan could not have
been implemented. It could be said that because of political influences
the faculty normative behavior hecanie one of aceeptanee.

Planning

The key to all change strategies is planming. There are numy models
available to the proactive principal, but in all cases. one preplanning
decision must be made. In the beginning, the initiator of any idea prior
to any announcenments of that idea. mst nnke some decisions abont the
level of involvement. This level of involvement, as a preplamiing device,
can be viewed on a continuum as seen helow.,

Level of Incolvement

Quality Compromise  ~ Incoleement
I 2773 4 5 6 7 8 9 TI0

At the lower nmnbered levels is the position of “quality.” Quality
is defined here as the principal’s “perfect plan”~<the model the principal
wants or dreams about, If magic wands were on the low-bid list we
could simply install this quality model. Such a unilateral change, how-
ever, produces low implementation impact because those affected by the
grading change (parents. students, and teachers) are not involved in
the decision making, Assuming the principal is the expert and can devise
a real quality alternative to grading, it won't be much good if it cannat
withstand the pressure of implementation and operation.

On the other side of the involvement continunm is complete involve-
ment of students, parents, teachers, school boar?, committees, task forces,
and study groups. coupled Wwith input from pilot studies, seminars, and
survevs, Of course, there is the old joke about the camel heing invented
by a committee. The end product may be something entirely different
from what the principal had in mind. All of this involvement, as a matter
of fact, will probably kill the idea before it has a chance. However, the
greater the involvement. the greater is the chance ¢ implementation and
permanency. More participation will mean more aceeptance. |

The proactive principal. then, very carly in the change process,
must make some judgnents about involvement, Us ully a compromise
placing the involvement level between 46 on - . scale is workable.
Placement too far to the right wal thean destivc- o of the ideas as con-
ceived, and placenient too far to e left - 11 - extremie difficulties in
making che ideas operational.
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Once the principal is aware of this coneept, he or she can proceed
with plmming. which should follow systematic procedures to some degree.
One plan that has been used s as follows:

Defining the problem: The present grading svstem s inadequate when

used to evaluate an individualized and nongraded curriculum,
Collecting the data:

Percentages of failures

Pereentages of fuilures in sophisticated courses such as caleulus

Student morale

Student discipline at grading time

Student resentment of honor rolls and honor socicties

Evidence of cheating

Teacher dissatisfaction

Drop-add lists

Counseling feedback

Parental complaints

Rescarch about grades and job performance

Establishing alternatices:
Masterv-performance
Written-anecdotal
Pass-fail
No evaluation at all
Sclf-cvaluations
Credit-no eredit
Combinwtions

Sclecting one alternative course of action: Install a mastery-performance
system of grading,

Implementing that course of action: In a large high school this ¢an be
delegated to teams or departments when they are ready. At Con-
cord, implementation occurred when we had developed the course
objectives to use as criteria for mastery.

Rescarch and studies show that the principal (manager) of a school
or institution does have an effeet on the organization and on the orga-
niziation's constituents. The proactive principal can set the.dlimate that
is conducive to change and can initiate the structural changes necessary
to start o clange action process. The proactive principal can develop a
planning chene Grades must' “go” becanse thev fail the educational
svetem: the proactive principal must be the one to create that change.
This is the rea’ 1ol of change agentry,
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In Conclusion:
Dispelling the Grading Myths |

Richard L. Curwin

v

I RECENTLY ATTENDED a meeting of college administra-
tors and faculty members who were considering a request (initiated by
a student committee representing about one-third of the total enrollment)

“to reform their grading policy. The strongest and most influential argu-
. L=

ment against the request was that it would cost too much morey to
change the computer from the traditional A-B-C-D-E system to a Credit/ -
No Credit system. In essence, this argu: .2nt, in conjunction with strong
anti-reform seuntiment, was cnough to destrov the chances for adoption
of the students’ request. Reflecting on this event, 1 feel that if the needs
of the computer are more influential and important than the needs of
students in dictating cducational policy, then perhaps talk of grading
reform is too late. We have been dehumanized to the point of loving
machines more than people.

" However, T reallv don't think that it is too late. Certainly, the
mechanistic grading systens in our public and private institutions of
learning arc disheartening. But grading change can oceur and has
oceurred in the past, and it appears that a new movement is under way.
It is ironic that there is a current national thrust to move away from
traditional grading svstems concarrent with a thrust to move toward
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performance-, competeney-, and acconntability-based programs. These
two scemingly opposite thrusts are more closely allied than is apparent
at first glance.

The reason for the apparent diserepancy is the abundance of wide-
spread myvths that are considered trmths about grading, These myths are.
in effect, preventing grading reform and are, as Arthur 'V, Combs Savs,
filled with half-truths (in some cases quarter- or cighth-truths). They
are, therefore, hard to dislodgc. Consider four of these mnvths.

Weighing the Half-Truths

First Myth: Learning requires caluation: By eliminating grading,
you also eliminate ctaluation. This conviction, as I learned in introduc-
tory logic, consists of two parts: the truth of the second part is validated
by the truth of the first. In other words, the only way that this myth can
bestrue is if grading is evaluation, or the best evaluation: but grading
is, in fact, one of the poorest methods of ¢valuation, if it evaluates at all.
Good evaluation systems st provide information for students—informa-
tion that indicates what they have done well, vwhat arcas of their per-
formance are in need of modification, and what areas are in need of
improvement.. Good- evaluation supplies data for stadents to make deci-
sions about their lives. It comments upon student skills, interests, knowl-
edge, and reflects the instructor's understanding of cach individual’s

' unique characteristics: For evaluation to be useful, it must be informa-

tive. unique, and substantive. Global generalizations such as grades
prove to be more harmtul than beneficial in the education process. They
allow students, teachers, parents. and others to draw false, blanket
conclusions. .

Those who use letter grades are locked into vague generalizations.
What doces a B tell a student about his progress? Certainlv nothing that
can help him change and grow. A grade of B tells a student that his
performance has been judged better, from the perceptions of the teacher,
than the performances of students who received C's and not as wel! as the
work of thosc who received As. If a teacher uses a curve for the deter-
mination of grades, the B couid mean even less. Thus, if a teacher uses
only grades to supply feedback to students, that teacher is doing his
students a disservice by stifling the lcnming process.  Few teachers,
however, use only grades. Most supply other kinds of both formal and
informal evaluation and feedback. Without cvaluation, grades are meau-
ingless; with evuluation, they are unnecessary. Obviously educators need
to spend more time developing and implementing better feedback and
evaluation devices which are more uscful to the learner.
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Second Myth: Grades are motivators; they push students to do their
best. It is true that graddes help motivate stndents, hut motivate them to
what?=to get good grades, of course. This means, in effect, that given
a choice hetween learning and getting a good grade, the majority of
students choose, almost withont exeeption, the good grade. A powerful
illustration is the rise in term paper companies, which are now multi-
million-dollar enterprises. While these businesses are fairly new on the
cducational scene, the principle behind them has heen in operation for
vears in dormitory, fraternity. and sorority filing svstems for term papers
and examns. g

Yet there is a worse side effect from grades. It is the deadening
of learning that looms as the most tragic consequence. There is a strong
probability that the “poor-grade getter” will become a poor learner.
Studics have demonsteated the power of the sclf—fulﬁlling prophecy on
beth the teacher and the student, showing that as a student receives
poor grades. his self-coneept is lowered, Further researeh has demon-
strated that sclf—c()nc(-pt is perhaps one of the strongest, single influences
in learning, Any aspect. of the tv;lcl1ing-lc;lrning evele that diminishes
sv]f-concvpt. therefore, must diminish learning potential. The effect, then,
ef a poor grade is not to make the student trv harder the next time, as
many people claim, but to weaken the student's learning ability. We
only need to look at the continuing record of failure—a record which for
so many students never breaks—to realize that the research speaks
accurately, ‘

What about the “good-grade getters™ Do they become better
learners? Actually, those who receive good grades are reinforeed to keep
on receiving good arades. Good  grades hecome more important to
students who have accepted the notion that good ‘grades mean good
self-worth. Even the students who are pereeptive enough to see through
this fagade recognize that the kev to their future might rest on their
grade laurels and most are willing to pay the price. What happens is
that students: who get good grades hecome very adept at piaving the
grading game. They can “psyeh” out their teachers with consummate
skill and insight. Questions like, "Will this be on the test® or “Does this
count® and "Am I responsible for this?” are conumon among the plavers
of the grading game, for their success depends on their ability to give
the teacher what he or she wants. o

During class discenssions those who play the grading game write
down only what the teacher savs, using the time when another student
speaks to rest their hands, They know that no matter how interesting it
may be, o student's comment will undoubtedly be excluded from the
examination. None of the students who get good grades are willing to
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jeopardize their chances in the grading game by veering from a suceesstul
pattern of behavior. ]

Students often use the same thinking process when they write
essentially the same pflp('r or examination throughout the term. changing
it only to fit different contexts. It is highly unlikely that a good-grade
getter will ever examine the process of his or her learning. for that can
never be rewarded by good grad-s. Neither will such students be moti-
vated to hehave creatively or uniquely. The fact is that grades can only
be determined by accounting for the most insignificant aspects of | arning,
It is"impaossible to consider. in terms of letter grades. the values, feelings.
creativity, intvition. judgment, higher levels of cognitive thinking, or any
of the other things that trulv influence the lives of students. Thus.
students who wish to receive good grades must cither ignore, or separate
from their work in school. these important vet frequently intangible
clements of education, and concentrate instead on what will gain them a-
reward through the grading svstem. In this choice of priorities lic the
seeds for the “paper chase” so many universities deery. but seem power-
less to end. As stated earlier, grades motivate students not to learn, hut
to get good grades.

Third Myth: Grades are. or can be. objective. Many cducators
asstme that it is possible for them to grade fairly because they are
detached. or because they treat all students ihe same. or because thev
accommt for individual differences, or because they use a numeric
systew. ot because of a multitude of other reasous. In actuality, any one
svstem of deternining grades is biased because its goals and procedures
are based upon the pereeptual field of the teacher using it.

We can easily understand this subjectivity by looking at the dif-
ferent criteria teachers use to determine what is worth a good grade.
In grading papers or essays. some teachors give points for cach correct
response covered in e answer; others consider style as an important
factor: some teachers count spelling and  punctuation: others consider
length, T know of a teacher. who onlv reads footnotes in ter papers,
while another teacher dislikes them and takes off for their too frequent |
use. In math there are teachers who onlyv give credit for correct answers;
others give credit for the correct process even if the answer is incorrect.
others take off for carcless computation. while others only give credit for
use of the proper format. Neatness is often a factor for some teachers,
and not a factor for others.

In the traditional grading s.\'stonf~ the definition of good work
depends upon the purposes of the evaluator. usually the-teacher, When
these purposes are different from the purposes of the leamner, only ‘coinci-
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dence can make the evaluation worthwhile for the student. In most
cases. the students who perform the best are those who have successtully
deduced the teachers purposes. Even if the teacher has overthy speeified
his or her purposes, thev must stilt be subjectively evaluated, for it is
totally arbitrary to assign performance levels to grade levels, For example,
an objective raw score, such as cight-right-out-of-ten, ¢an be in A, B, C.
D. or E. with equal justification. by considering subjective variables.
The determination of grades from raw scores is made by consensus: in
most cases it is a consensus of one pvrson—t.h(- teacher. .

There are other instances of hidden subjectivity. Take, for example.
true/false, multiple choice, or short-answer questions, which at first
glinee seem to be ebjective. They are subjective_however, because of
the factors of inclusion and exclusion. Tf 1 prepare a test on Hamlet which
[ want to be objective, 1 might ask -the students -whether they know
certain facts. True or false: Rosénefanz appears on the stage before
Guildenstern? By including this question. T am asserting that T believe
its answer to be impm'tunt to an umlvrstun(ling of the ])1:1)'. or whatever
my purpose is for studving Hamlet, The question, then. is subjectively
deternmined. :

Another example of subtle subjectiveness s the interpretation of
apparent objective gnestions. Take. for example, the case of a colleague’s
son who was asked. "Does one get to Wloscow from Rochester, New York.
by traveling cast or west?” The student was marked wrong by the TBM
scoring device that could not properlyinterpret his answer. “Either, but
west is l(mg('l‘."

Problems of interpretation and inclusion/exclusion are no longer
tmportant once the grading svstem is veformed. Scores hecome data for
the student to intvl'pn-t ;1c'c(>r(liu}_{ to his or her purposes. One student
might decide that cight-out-of-ten is not the best he or she can do. and
might make a goal to do better. Another student in the same class might
be proud of that score and work on another aspeet of the subject in which
he or she is having difficulty. A student micht not.care that he or she
didin't kuow the order of appearance of Rosencranz and Guildenstern
becanse he or she read the plav for different purposes than the teacher
who asked that question. A different stadent might find his or her
incorrect answer to that question troubling, because he or she'is directing
the school play and must know the order of character appearances to do
a good job. A student may discard or accept data according to his or her
own purposes only if there is no external reward] punishment system
ymposed.

Fourth Myth: Grades are needed as a screening decice for colleges.
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graduate schools. and cmployers. 1t is true that many- institutions of
higher ¢dueation and businesses use grades to determine aceeptance.
However, if we look at this situation carefully, we notice that the admis-
stons officer or eniplover wants i competent, qualified candidate to fill his
or her position. Specificallv. a gualificd candidate is one who has the
abilitv and skills to meet the reitirements of the schoot or job. Obvi-
ously v\"(-r'\' schoot or job has unique requirements and in order to make
an accate assessment of o candidate's abilitv. much information is
necessary. Otherwise, it hecomes tar too casy to ke costly mistakes.
Consider the example of a student who reccives o B in student teaching

“hecause of a difference in educational philosoplas with his or her super-

visor. A school might pass this candidate up because of the B even
though the candidate’s philosophy coincides with that of the school.
which has hired an A student with a contrary philosophv.

A good screening device. like a good evaluation svstem, implies the
generation of information meaningtul to decision making. Data such as
strengths, weaknesses, unique characteristics, compatability with the
stitution considering the applicant, and other pertinent information
nust be supplied. Grades alonedo not supply the necessary information
for a fair assessment. With the inclusion of other data. grades are
unnecessary., '

Manv claim that it takes too long for a teacher or school to prepare
a sufficient alternative folder and for screening personnel to review it.
Yet. there are some methods of data collection and disserination that are
sophisticated conugh to provide hetter means for screening and vet are
practical enough ts work. Morcover. it takes a great deal of time and
cnergy to compute grades. it a teacher is diligent. The same time could

De better spent in filling out a different type of progress report. In the

long run. it is far more. efficient to hire the hest person for the job or to
accept the best student and spend more time in doing so. than it is to
use the shorthand of grades with the high risk of making costly mistakes,

Furthermore. noe evervbody -in school s applying for college or
the relatively few jobs where grades might make anv difference. At a
comference (liscussing grades, vmplu_\'nu-nt recruiters from companices in
the Rochester. New York. area said that grades were only influential in
choosing candidates for a small pereentage of their jobs (and they con-
sidered grades only in licu of other information). Thus. it secems unfair
that the grading policy of a school be based on the needs of a select
population of that school. There is no reason f.()r students who will not
go on to college or will not apply for the few jobs that are influenced
by grades. to be subjected to the tyranny of grading.

In these days when colleges and universities must activelv reeruit
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qualified applicants to fill empty restdence halls, admissions officers are
more prepared to review applicants who do not submit grades, grade
point averages. or rank in class. = (fronically, most of the “prestigious”
castern schools, have alwavs worked in this wave only the myth per-
petuated by grade-oriented hich school teachers called for normative
scores. |

Dispelling the Myths

There are three substantial myth-destrovers which give evidenee
against the belief that <" ) peed grades: (a) the official position of

the American Assoc “oeae Registrars and Admissions Officers

{AACRAOY; (L . ’ - by the Consortium of Lxperimenting

High Schools; (« sperience of more than 100 high school

-programs which « ve and/or eriterion-referenced evaluations.,
AACRAO States Position

Headed by ae consortivng - of twenty-five  experimental colleges
(Johnston, Antioch, Goddard, Hampshire. and others), AACRAO has
wréstled with external credit evaluation and non-traditional course evalu-
ations.  In {974, AACRAO cstablisher. committee to study non-
traditional evaluation. At the same time, it veaffirmed its pusition that
cach high school should determine the best evaluation procedures for
its students. According to AACRAO, admissions officers, in turn, should
recognize evaluation as the high school’s responsibility, and give fair
review to all applicants by considering their records in whatever form
they were transeribed.

Survey by Experimental High Schools

In 1973, the National Consortium of Experimenting High Schools
surveved the 2,600 two- and four-vear colleges in the United States.
Ninety-seven pereent rvplig:d to the questionnaire with results that sur-
prised even the survey committee.  Less than 3 pereent indicated that
Jrades or rank in class were an absolute neeessitys 18 pereent responded
that the admissions office had no policy and conld not promise fair review;
77 percent indicated that students whose trunscripts provided other
designated information would receive “fair aad cqual review.” Written
evaluations, computer-printed descriptions, and test scores topped the
lists of needed information for four-vear colleges. The vast majority of
public two-vear schools needed only a diploma. or a birth certificate
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v

showing the applicantto e at least 18 vears ol Individual college
responses are catalogued in the College Guide for Experimenting High
Schools.!

Positive Experiences Reportec

Alternative high schools in urban. suburban. ol ruial settings.
which use deseriptive evaluations, and perormance programs such as

“Concord (suburban: Wilmington, Delaware) and John Adams (urban:

Portland. Oregon). report that graduates applving for colleges and jobs
Have met no meaningtul resistance Yecause of nongraded  transcripts.
Three Chicago area schools—Cl cago Metropolitan igh School (Metro).
St. Mary's "Learning Coater. and the Center for Self-Dirceted Learning
(New Trier Fast) report that the acceptances of their graduates by
colleges are quantitatively and qualitatively superior to the acceptances

“of their counterpaves from other sehools who have gone through tradi-

tionally graded programs. The experience of these schools corresponds
toreports from other programs that college adrissions officers are looking.
not for grades, but for the best qualified students.

These four mvths (which some « lucators will continue to believe
in spite of research, logie, and good sense) are just some of the half-

+ 4ruths that perpetuate the traditional grading svstein. As the clezer think-

ers begin to sce that thev can. in fact, lead change. they will use the
computer to aid learning. evaluating. and reporting: they will devise
cvaluations which enhance learning: and thev will enrich the growth of
students as fully hmctioning individuals, positively addicted to learning.

! Howard Kirschenbaum and James A, Bellanca, editors. College Guide for

Experimenting High Schools. New York: National Humanistic Education Center,
1973.
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1976-77 President of the Association for Super-
vision and Curriculum Development. His publica-
tions include Algebra for lf&z'rnvn!ury Teachers
(Harcourt, Brace, and World, 1968) and .An
instructional Theory: A Beginning ( Prentice-Hall,
Ince.. 1973), as well as numerous .trti(-l('s and sev-
eral booklets.  Hosford’s present interests and
cfforts lie in the general field of instruction—its
theories, strategies, and tactices,

Howard Kirschenbaury is the Director” of the
National Thnnanistic Education Center, Saratoga
Springs. New York, He fonerly taught Inghsh
and history i public and private hn.,h schools, as
well as group dynamics and educational psvehol-
ogy at Temple L'm\cmt\ Philadelphia. Pennsyl-
vania., Kirschenbaum is p.nmnllrl\ interested in
hunmanistic  education, values  clarification,  and
human relations—topies on which he has lectured
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The National Center for (Imding/Lcnrning Alternatives (NCGLA) is a
nonprofit educational pr(>l)lcm-sol\'ing ageney.

NCGLA operates on the premise that meaningful solutions to cducational
problems are best devised through the mutual cfforts of teachers, parents,
admirvistrators, students, and the local community.

NCGLA conducts in-service training programs to help school and com-
munity leaders develop and improve problem-solving skills, provides consultant
services in crisis situations, and trains teachers and administrators to create
programs that are based on Jocal needs. *

NCGLA consultants have special expertise in the areas of competency and
cffectiveness cvaluation of teachers, administrators, and students; alternative
learing programs; values clarification: creative problem solving: effectiveness
training; positive approachces to discipline; and process skill training. They
have worked with school districts to solve problems of vandalism, integration,
sex and racial discrimination, and staff redistribution,

For information about NCGLA, write: National Center for Grading/
Learning Alternatives, 811 Foxdale, Winnetka, Ilinois 60093.
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Yearbooks .

Balance in the Curriculum (610-17274) $5.00
Education for an Open Society (610.74012) $8.00
Education for Peace: Focus on Mankind

(610-17946) $7.50
Evaluation as Feedback and "..de (610-17700) $6.50
Freedom, Bureaucracy, & Schouing  (610-17508) $6.50
Leadership for improving Instruction (§10-17454) $4.00
Learning and Mental Health in the School )

(610-17674) $5.00
Life Skills in School and Society (610-17786) 550
A New Look at Progressive Education (610-17812) $8.00
Perspectives on Curriculum Development

1776:197G  (612-76078) $9.50
Schools in Search of Meaning {610-75044) 3850
Perceiving, Behaving, Becoming: A New

Focus for Education (610.17278) $5.00
To Nurture Humaneness: Commitment
for the '70's (610-17810) $6.00

Books and Booklets
Action Learning: Student Community Service
Projects 611-74018) $2.50
Adventuring, Mastering, Associating: New
- Strategies for Teaching Children

{611-76080) $5.00
Beyund Jencks: The Myth of Equal Schooling

(611-17928) $2.00
The Changing Curriculum: Mathematics

(611-17724) $2.00
Criteria for Theories of Instruction (611-17756) $2.00
Curricular Concerns in a Revolutionary

Era (611-17852) $6.00
Curriculum Change: Direction and Process

(611-17698) $2.00
Curticulum Leaders: Improving Their Influence

(611.76084) $4.00
Curriculum Materials 1974 (611-74014) - $2.00
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